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PREFACE

In 1979, after ten years of operation, the National Technical Institute
for the Deaf (NTID), reviewed its experience in preparing post-secondary
deaf students for living and working in a complex technological society.
NTID concluded that, in spite of a remsrkable record of schievement in educat-

ing deaf students and piacing them ‘v ‘obs, there was more work to be done

_with students who were entering the Institute, particularly in terms of finding

more effective ways to promote their personal, social and intellectual develop-
ment, normaliy referred to at NTID as “career development". This was substanti-
ated in various reports produced at NTID over the course of its history.
According to DeCaro and Areson (1982),
For example, in 1977 (Areson), 552 of the students choosing majors
at NTID were judged by faculty and staff, with vhom they worked,
as not prepared to make sound career decisions. White (1978) reported
that 60% of the students who exited the NTID Summer Vestibule Program
were unprepared to make career choices in the form of selecting
a major. Dilorenzo and Welsh (1981) report that 31X of all students
admitted to NTID from 1968 to 1979 changed their majors at least '
once. Of those students who changed majors, 52% changed to totally
new career areas. Dilorenzo concluded that "...many students upon

entering NTID are not ready to make a career choice..." in the
form of selecting a major. (pp. 4=5)

A curriculum development team was charged with the task of formulating
a curriculum proposal aimed at better meeting the developmental needs of
entering deaf students. This curriculum project was known &s the “"Foundations"
devélopment project. After gathering and analyzing data from more than 150
faculty regarding problems common to new students, five general statements
regarding student characteristics associated with career development problems
vere developed. These were!

1. students appear to have a limited knowledge base and frequently
have erroneous preconceived notions regarding careers and
majors;
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2.

3.

b,
5.

students appear to have a limited knowledge of self (e.g.
strengths and weaknesses regarding career ¢lusters, value
systems, interests);

students appear to use unsophisticated processes for decision-
making;

students appear to lack a repertoire of coping skills;

students appear to possess an inadequate knowledge base
regarding cultures. (DeCaro and Areson, 1982, PeS)

Fourteen topics which appeared to encompass the problem areas and general

statements were identified. Papers were commissioned on each topic. They

vere comprised of a review of the literature and the implications of the

literature for NTID's curricular programming and the education of deaf students.

Esch paper was critiqued by NTID faculty #nd staff. A full day was

devoted to formal presentations and informal discussions of each topic.

At the end of a year of study and discussion with faculty, the development

team presented a conceptual framework for developing new curriculum and/or

revising extant curriculum.

The conceptual framework is the introduction to each volume. The framework

focused upon the interaction among the student, the é‘rcher and the particu-~

lar content area being studied. Great importance was placed on students'

actively reflecting upon the learning process and on their past and present

experiences. Emphasis was placed on neaningful interaction with peers and

adults during the reflection process o facilitate the inéerpretation of

the experiences and the accurate ascription of cause and effect regarding

the experiences.

While the "Foundations" development project was undertaken to address

the career development needs of a specific population, subsequent interactions

with other populations and programs persuaded the editors that the ideas

iv




in these papere can make a posicive contribution to the development of many
students. Thus, they are made available for othere to review, ponder and
use.

The particular blend of concepts or gtrategies may differ with various
settings or populations. The professionals who are responsible for curriculum
and student development in those .etfinge are in the best position to apply
their judgement, creativity and experience to the raw ingredients presented
here.

All the papers commissioned for the "Foundations' development project
are included in two volumes; Voluce 1 centers on the development of the
{earner and the learner's processing of experiences and situations. Volume
11 is devoted to the instructional component of learning and to two concepts
which have brosd-based implications for an approach to teaching, learning

and development.

A.Areson-15
6/6/83: jm v
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Abstract

This paper suggests four major processes that should be addressed by “Foundations"
experiences in order to better prepare students to select and enter a major:

1. Decisionsmnaking;

2. Reflecting upon the past and projecting into the future; applying this process
to understanding current experience;

3. Effective studying and demonstrating a given level of campetency vis a vis

certain skills and knowledge areas;

4. Coping with conflicts inherent in the transition from the pre-college environment

to the college environment.
Simply stated, it is recommended that all "Foundations" experiences focus upon the
development of student capability to perform the four major processes.

Specifically, it is suggested that "Foundations” be designed using the following
principles:

1. a learner-centered curriculum, maintaining a degree of conte... and instructor
orientation;

2. a high degree of interaction with facuity and peers;

3. a set of rigorous institutional expectations, explicitly stated;
4. a curriculus: and support system pianned to optimize a student's experiencing
success provided that expectations are fulfilled;

5, efforts to enhance cognitive, affective and psychomotor developrnent will begin

\ at the concrete experiential level and move toward abstraction and generalization.
Tnis document wi'l furnish the rationale for the processes and principles listed
above and will provide a historical perspective on the "Foundations" development project.

The paper is intended to be the conceptual framework for "Foundations" experien..s.




Antecedents To The "Foundations" Concept

The "Foundations" concept and development project are the cuimination of a series
of studies and resulting reports, dating from 1976, which pertain to the early stages
of students' career development at NTID. The following sections provide a historical
perspective to "Foundations'.

Report of the 1976 Study Group

In 1976, the Associate Dean for Career Development Programs (CDP) charged
a group of faculty representing the various divisions of CDP with makihg recommendations
relative to the early stages of career development of NTID students. The group was
constituted as a result of the Institute’s recognizing that problems existed with respect
to student progress in these early stages. In 1977 the study group issued a report (Areson
et al., 1977) that pointed out: k

q I, studemig,',fapparent inadequacies in English, math and career decision making

com peténcies. and

2. the'need for students to demonstrate certain levels of competency in personal/social
skills in order to succeed in a major.

In addition, the report indicated that institutional programmatic responses to such
problems were inadequate. Further, it was indicated that there was "...broad support
for some form of preparatory program" (p. 3) that would:

l. allow #tudents more time and more data on which to base a career decision;

2.  allow for more interaction with students and a more thorough assessment

of students' abilities by faculty and staff;

3.  allowmore time for appropriate skill building. {p. 11)
It was further noted that "there was strong support among those interviewed for most
of the activities and goals of SVP (Summer Vestibule Program), but general discontent

with the brief time allowed for these activities" (pp. 11, 12). It was felt that, "SVP

could be made into a more effective and useful program by allotting more time to those




activities which have a direct relationship to the process of entering a major and postpon-
ing activities whosc nature is not vital to the career decision" (p. 12).

1977 SVP Evaluation

Consequently, an evaluation of the 1977 Summer Vestibule Program was conducted

to identify those aspects of SVP which should be allotted more time and those 2spects
which could be postponed. Additionally, the objectives and overall organizational configur-

ation of the progran were reviewed. A SVP evaluation report was issued in 1978 (White,

1978) and among the recommendations contained in the evaluation report were the following:

1. The top priority of NTID should be to formulate a comprehensive plan of
how to improve students' career decision making capabilities such that most
students are able to make reasonably sound cateer decisions at the time
thay enter a major. )
2. Objectives for SVP should be defined and priorities established from an institu-
tional perspective (emphasis added).
3.  Measures should be taken to reduce students' feelings of excessive pressure
to select a major before the beginning of the Fall Quarter. This implied
not only a change in attitude about the summer but also the creation of more
realistic options for more students during Fall quarter.
. The format of information sent to students prior to SYP should be reevaluated.
Greater continuity in faculty/student interaction should be developed in
an effort to foster more trusting relationships between the two (pp. 5,6,9,36).

.\nb

The Early Stages of Career Development Concept Paper (1379)

As a result of the above studies and their findings, the CDP Associate Dean, Assistant
D=ans and Directors concluded that "some midcourse adjustments were needed in our
career development programs" (Bishop et al., 1979, p. 2). Data were collected to better
define student needs and the inadequate programmatic responsesireferred to in the 1976

Study Gri up Report. The analyses of these data resuited in the delineation of five major

needs:

1.  better preparing students to select a major;
. 2. better preparing students to enter & major;
3, facilitating students changing majors within their first two years without
incurring significant costs to the student or the institution;
4. reducing the tine some students are taking to complete a degree;
5. reducing the rate of withdrawals for what might be considered the wrong

reasons. (p. 27)

By




The Concept Paper included a proposal for a Foundations Progiram with specific content
components, i.e., life skills, general education, com..iunication and survey of technology.
The concept of a "program" was proposed not 50 much as a prescription but rather with

the intention that it would "serve as the basis for dialogue and studies from which would

o
emerge an appropriate solution for meeting these needs" (p. 17).

Foundations Developinent Project

In the summer of 1979, "Foundations" development was initiated and a two person
development team was charged with {hree goals:

l. to better prepare students tc select a major;

2. to bctter~ prepare students to enter a major;

3. to facilitate changes of major without undue cost to the student or the institute.

Articulating a development process was the first task undertaken. The development
process was designed fo provide for collegial debate and contribution. Further, the
process focused upon defining the needs, gathering/analyzing data, constructing a theoretical
framework and positing solutions.

Kaufman (1972) suggests that needs identification is an analysis of the discrepancy
between where one is and w.iere one wishes to be Such an analysis specifies the distance
between these two. He further suggests that an assessment must have at least three

critical characteristics:

l.  the data must be as valid and representative as possible of the actual world

of the learner -
2. no analysis is ever final or complete

3.  discrepancies should be identified in terms of ends, i.e., actual products
or behaviors, and not in terms of processes (p. 29)
Following Kaufman's construct, the development process has attempted to focus, in

part, upon determining the nature and magnitude of the discrepancy or distance between:

1:2
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1. environmental expectations/assumptions, and entering students' characteristics;
2. the requisite processes underlying success in college, and student facility with

such processes;

" 3, technical, general education, and communication content expectations for selecting
~ and entering majors, and the skill and knowledge levels of entering students.

Environmental expectations. A student's experience at NTID is influenced to a

large extent by the RIT/NTID environment and by the student's ability to cope with

and respond to the stresses, expectations and assumptions inherent in fhat environment.
In the course of developing "Foundations" experiences, an essential task was the analysis
of the environmental dy;mamics -influ'q:ncing students. A major thrust of "Foundations"

development has been, thgrefore, the identification and documnentation of those inherent

environmental assumptions and expectations. Environmental expectations are being
dozumented through'an analysis of: expected con. - .ng behaviors, Institute rules
and procedures, institgtional expectations regar~ . .-+ L of individual differeiices
and respect for the rights of others, and institution. = >  uc¢"s regarding the mainten-
ance of social order. In addition, the way in which NT..» .J KIT are organized to deliver
instruction and to interact with students is being examined to determine implicit assump-
tions about the student. For example, at NTID Mathematics instruction is generally
delivered through a learning center and it is assumed that students can schedule their
own time to work on the coursé and will take the initiative for seeking assistance.

Learners' entry characteristics. NTID was established to serve a special population.

The admissions criter.a, as specified by the Guidelines, describe the target population

as follows:

l.  Special Help
A student should have attended a school or class for deaf students and/or

have needed special help because of being deaf.

1y




2. Hearing Loss
Students must have a hearing loss thai seriously limits their chance of success
in college without special support services. There is a general agreement
that an average hearing loss of 60 decibels (ASA) or 70 decibels (KSO) or
J greater across the 500; 1,000; and 2,000 Hz range (unaided) in the better

ear is a major handicap to education.

3.  Educational background
A student's ed:.cationai background should show that he or she can probably
succeed in a program of study at NTID or one of the other nine colleges
of RIT. Students who are admitted should have an overall eighth grade achieve-
ment level or above. This means that the average score on an achievement
test that includes reading, math and language should be at an eighth grade

level.

4.  Secondary schooling
The NTID program at RIT Is designed for students who have finished a secondary
educational program. Students can be considered for admission before completing
a secondary program if their secondary school authorities feel that they
will gain more from the NTID program than by remaining in secondary school.
Age and personal/social maturity are given special consideration.

5. Maturit
A student must show that he or she is personally and socially mature enough
to enter a program at NTID or one of the other nine colleges at RIT. This
means that students must accept responsibility for themselves and their
actions and respect the rights of others. The information is provided through
the student's personal references and performance in the Summer Vestibule

Program (SVP).

6. Citizenship
. A student must be a citizen or permanent resident of the United States.

(RIT Official Bulletin, 1980, p. 14)
These admissions criteria have not changed since their establishment, i.e., NTID

still strives to serve the same population its founders intended. An examination of some
key characteristics of entering students over the past six years (see Appendix, see also
Figures 1 and 2) shows these characteristics to be essentially unchanged. Not only has
the nature of the entry population rem ained stable, but this population continues to

represent the top 10% of the hearing-im paired secondary school graduates in the United

States (Trybus & Karchmer, 1977).

14
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Figure 2: Mathematics Computation Scores National Distribution for
Hearing Impaired Students
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Figure | shows that the median reading score at its highest point, for students
aged 20 or above, s 147, This corresponds to a grade equivalent of about 4.5.
In other words, half the students at age 20 (or at any younger age) read at less
than a mid-fourth grade level, that is, below or barely at a newspaper literacy
Jevel. What about the high-achieving group? Figure 1 shows that the high point
of the 90th percentile line occurs at age 183, where a scaled score of 181 (grade
equivalent 8.1) is reached. Thus, at best, only 10% of hearing impaired 18-year
olds nationally can read at or above an 8th grade level.
Figure 2 presents a somewhat brighter picture for math computation, generally
the highest score area for hearing impaired chiidren, In this case, the mean line
for hearing children roughly parallels the 90th percentiie line for hearing impaired
children, so that about 10% of hearing impaired children can do math computations
at the level of the average hearing child of the same age. Most hearing impaired
children, however, do much less well even here, and the median hearin impaired
20-year old reaches a scaled score of 177, just below an 8th grade level. A com parable
score is obtained by the average hearing child at about age 13. (Trybus & Karchmner,
1977, p, 64) :
In terms of personal/social characteristics of entering students, there is qualitative
evidence that suggests 2 corstancy in their nature. The data in the 1971 Hanner et
al. report, when compared with data collected by the "Foundations" development team
in the summer of 1979, show that faculty concerns regarding students' personal and
social skills are essentially unchanged over the decade. Furthermore, DeCaro and Emerton
(1978) established empirically that there is a developmental lag in the level of social
reasoning of entering students vis a vis hearing students in the same age group. Anecdotal
information gathered since 1977 suggests that this particular developmental lag still
exists among entering students.
Given the apparent stability of entry characteristics over the past decade, it is
clear that the original purpose and mission o' NTID are not redundant. Further, since
the characteristics of entering students have een shown to be stable and, in all likelihood,
can be expected to remain so in the foreseeable future, interventions will have to occur
at the environmental level and/or in developing certain student com petencies once individuals

have been identified as NTID students.

17
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Content considerations. In order to be able to successfully enter a major, the
learner must be able to demonstrate competence and knowledge in certain technical,
personal/social and communication skill areas. Therei-ore, it has been necessary to specify
the knowledge and skills that need to be developed by students during "Foundations"
experiences. A content analysis has been conducted, and the findings of this analysis
shall be reported separaiely. “The content expectations are being documented by analyzing
a course in each major which t::sts, for the first time, a learner's potential for technical
success in that major. The analysis tocﬁses on the identification of not only technical
prerequisite skills and knowledge but also communication and personal/social expectations.
The content analyses were focused in such a fashion because the report of the Study
Group on the Early Stages of Career Development suggested four factors as being necessary
for student success:
1. mathematical competency;
2. English language with specific concentration on reading comprehension;
3, the ability to make career decisions;
4. the ability to réceive information well enough to be able to understand lectures,

questions and directions.

15
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Major Processes Students Must Be Prepared To Peﬁorm
Due to the nature of NTID and the nature of the curriculum offered through NTID

(technical disciplines), a hearing-impaired student is requirad to declare the intention

to pursue a specific course of study relatively early in his/her tenure at RIT. For example,
students wishing to study for most NTID Associate Degrees must be prepared to declare
their intention by the start of the Fall quarter of their first year at RIT. Such is the

case at most community colleges that offer certificate, diploma or AAS programs of
study. This circumstance can be contrasted with that of a learner seeking a Bachelor's
Degree in the liberal arts who, more often than not, declares a major and is accepted

by a department in his/her third year. Technical curricula at the Associate, Diploma

or Certificate levels requiré that students take highly specialized courses early in their
tenure in order that they can complete such curricula within the time limit generally
allotted. Unfortunately, many NTID students seeking such certification are not adequately
prepared to select or enter a major (Bishop et al, 1979) and often are unable to dembnstrate
the ability to succeed in the major. For example, the attrition rate from NTID programs

since 1974 has been 40 percent and is projected to reach 43 percent (DiLorenzo, Marron

& Welsh, 1981) in( spite of the speciul nature of the services and curriculum provided
for learners at NTID. In addition, DiLorenzo and Welsh (1981) supported the contention

that students are ill-prepared to select or enter a major upon arrival at NTID when they

stated that:

-

1. The conclusion and concern of the "Conce t Paper” (Bishop, et al, 1979)
that many students, upon entering NTID, are not ready to make career decisions
is substantiated. ‘

2. Many students' lack of preparedness to select 2 major at entrance to
NTiD is demonstrated by the wide range of majors to which they change.

3. Significant numbers of students recognize early that they not only selected
the wrong major, but they are still not ready to select a career area and
elect to spend some time in NCDS. (pp. 14-15)
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The Report of the Study Group on the Early Stages of Career Development (Areson

et al., 1977) suggested that SVP could be made more effective by emphasizing those
activities which have a direct relationship to entering a major. Furthermore, the 1977
summer SVP evaluation report (White, 1978) suggested that the top priority of NTID
should be the formulation of a plan to improve student decision making capabilities

so that students are able to make sound career decisions at the time of selecting a major.
In addition, data collected in the summer of 1979 during intensive workshops with faculty
highlighted sixteen problem areas that faculty perceive& as needing attention in order

to improve the student’s likelihood of success at NTID (see Appendix A). Of the sixteen
problem areas, six were elimirated from consideration in the "Foundations'" development
project because the Career Development Programs administrative group perceived them |
as broader institutional curricular issues, i.e., outside the scope of consideration for
"Foundations". The "Foundations" development project continued to consider the problem
areas during development so as not to replicate the weaknesses or problems inherent

in extant systems. The problem areas isolated for consideration by "Foundations" (see

Table 1) relate directly to the processes of czreer decision making and preparation to

enter a major.




A.

B.
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TABLE |

" Synthesis of Problem Statements in Appendix Al

Our students have a limited experiential and information base.
(synthesis of original #1 and #3)

Our students have a limited knowledge of seli, e.g.:

a. strengths/weaknesses re career clusters
b. values systan
C. interests

*In the area of problem solving, our students appear to have a limited repertoire
of coping skills and limited exposure to having to make decisions in a variety of
contexts and settings. (ref. need to enhance process skills and broaden the information
base) (synthesis of original #3 and #4)

We are unable to provide appropriate experiences for students who are at various
levels of indecision or indecisiveneass.

There is a gap between students' entry abilities and the criteria for entry into
majors, and there is insufficient time to address this gap prior to the students’
entry to a major. (synthesis of original #12 and #14)

There is a lack of a systematic proce'ss for assessing a learner's strengths and weak-
nesses re majors and for transmitting such information to the learner and to the
appropriate administrative authority re the major.

lStamam ents 6, 7, 8, 11, 15 and 16 were elim inated at the suggestion of the CDP adminis-
trative group. We chose to eliminate #10, as it is subsumed under other problem statements.

Q1
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Studies conducted to date suggest quite clearly that the outcomes expected of "Foundations"
are appropriate and necessary:

l. to better prepare students to select a major;

2. to better prepare students to enter a major.

A Developmental Approach

Foundations will be characterized by a developmental rather than remedial approach

to education because the developmental level (Belenky, 1980; Athey, 1980) of an individual
influences his/her interpretation of life situations (e.g., selecting and entering a major),
and since developmental theory provides some broad indicators of how an individual
will react in suct. situations. Belenky (1980) presents a variety of factors that she suggests
contribute to t,he development of social reasoning. Citing Piaget and Kohlberg, she
argues that moral development depends upon baving a wide range of role téking opportunitie\&.
in a variety of social institutions and suggests tnat the opportunity to participate in
an ongoing dialogue is likely to be essential for the development of the individual. She
also suggests that hearing-impaired people often experience a deprivation in social inter-
action (Stokes, 1945; Brunehwig, 1936) and display 2 lag in understanding the interpersonal
dynamics of social relationships (Levine, 1956). Harris (1978), in reviewing four studies
of impulse control that utilized standardized assessment (Altshuler et al., 1976; Binder,
1970; Moores et al., 1973; Harris, 1976), concluded that a loss of auditory input appears
to have a retérciing effect upon the development of impulse control in deaf adolescents.
The findings of DeCaro and Emerton (1578), that most deaf students entering the NTID
between 1975 and 1977 were operating at the pre-conventional leve' of reasoning on

Kohlberg's (1969) scale of reasoning are therefore not surprising. Belenky (1981) describes

the pre-conventional stage as follows: -

%4 ,




...characterized by hedonism - the good is that which satisfies one's own

needs, interests and wishes. The right and needs and feelings of others will

be considered to the extent that such considerations are seen as benefiting

the self. "Tit for tat" suggests the basis for this thinking which has achieved
som e liberation from adult constraint. As adults are no longer seen as omnipotent
the interests of the self can be asserted more fully...Preconventional adolescents
delayed in development are still under the 'influence of internal and external '
physical stimuli, rather than that cf symbolic representations conceptualizing
past and future roles and values which have been shared and selt-examined.

(p. 8

This description is remarkably similar to i/aculty statements characterizing the behaviors
of NTID students (Hanner ei al., 1971; A‘?endix A).

While it is clear that the developmer)\t of the college-age hearing-impaired person
lags behind that of his/her hearing peer, it is not altogether clear what can or should
be done to facilitate development. There are, however, important suggestions that
can be drawn from the literature. For example, irrespective of the model used to study
_ human development (Athey, 1980), implicit in each is the assumption that there will
be intensive and prolonged interacqiﬂo'n in social settings with peers and mature aduits.
In addition, Schlesinger (1978) suggests that an adolescent must have meaningful, reciprocal,
and largely positive interactions with the envirorment in order to move through the
first three developmental steps described by Erikson (1964; 1968). Further, Belenky
(1980) suggests that special efforts should be made to proviae young people with two
broad kinds of experiences that can enhance their development of moral judgment:

I. extensive, participation in the governance of fairly complex and sizable democratic
‘institutions where...conflicts would be fully debated...

2. working with'others on an individual basis where such qualities as care, \ esponsibil-
ity, and uniderstanding are essential and reciprocated (p. /2).

"Foundations" experiences will include meaningful, reciprocal, and positive interaction
in social settings with peers and mature adults, Learners will be provided opportunities
for involvement in the governance of complex democratic systems where there is uman

interaction directed at the resolution of conflicts inherent in such systems.
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First Process - Managing and Coping with Conflict

Since many learners come to NTID i)l-prepared to enter and select majérs, there
is a need for such preparation to occur at RIT. The environment of RIT is significantly
different from that to which most learners are accustomed. Even those students who
have attended the most academically stringent of preparatory high schools find the
transition to a university setting to be a formidable challenge. Such a challenge is even
more formidable for hearing impaired students who may be, for the first time, in an
educational setting where the student body is predominately hearing. An antecedent

to preparing to select and enter a major is, therefore, the ability to manage or cope

with the conflicts inherent in the transition from the pre-college environment to the

RIT environment. The strategies which can be used in the resolution of such conflict

are similar to those that have been isolated for persons making the transition from one
culture to another: adherence, substitution, at.fuglition, synthesis, and creation (Wasilewski
& Mitchell, 1980}. Similarly there are general social competencies, e.g. role-taking,
knowledge of alternative strategies and the'appropriate use of alternative strategies
(Weinstein, 1969), which can be helpful in resolving the conflicts in such a transition.

Such conflicts are often related to differences in attitudes, patterns of thought, social
organization, roles and role perceptions, language, use and organization of space, time
conceptualization and non-verbal expression (Samovar & Porter, 1976), i.e., there is

a knowledge and skill component to managing and coping in a cross cultural "type" setting,.
The faculty of NTID (Table 1) have isolated informational and process skills necessary

to facilitate student success.

Foundations experience will attempt to optimize the potential for students' managing

and coping with the conflicts inherent in the transition to college by:
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1. assisting stﬁdents in identifying the differences between their attitudes, patterns
of thought, social organization, roles and rofe perceptions, use and organization of space,
time conceptualization ziid non-verbal expressions and those that are expected of students
at RIT.

2. helping students become aware of and gain skill in the appropriate alternative
strategies that are available to resolve the differences.
In order to be of ass‘istance to students in this respect, Foundations experiences and
NTID must provide learners with a clear series of expectafions regarding social organiza-

tion, roles, use and organization of space, use and organization of time and the like.

=

& — TN\
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Second Process - Decision Making N
The selection of a major is a decision-making activity. Student decision making

will be a second major process to be facilit/af%developed by "Foundations" experiences.
Steve (1980) has suggested reasons, well §(Jpported in the literature, why an individual
does not succeed in a decision-making situation:

1. He suggests that individuals can fail because they lack the prerequisite skills
to search out, recognize and use rélevant information. This is best described by Gagne's

(1968) theory of hierarchies of learning and could be termed the "learning deficit explana-

tion."

2. Individuals may fail because their information processing capabilities are taxed
beyond thei- limits. Steve refers o this as the "biological limitation explanation" which
has been described by Simon (1976).

3. He suggests that poor decision making involves the conflict individuals feel
in decision situations with important consequences. He refers to this as the "decisional

conflict explanation” best described by the model constructed b;” Janis and Mann (1977).
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The entering student, in order to be successful, must be aLle to function in many

situations under varying degrees of risk, informational and time constraints. Most, if

not all, of these situations require the student to make decisions of varying degrees
of importance and to recognize the relative degrees of imyortance vis a vis their outcome.

Steve (1980) recomm~nds that certain envircrmental modif ications regarding infor-

mation and time can be made to foster quality decision-making. He also identifies certain
considerations internal to the decision maker, regarding risk, which also must be addressed

to facilitate decision-making.

Environmental considerations. With respect to information Steve recommends

that, to facilitate student career decision-making, “Foundations" should consider: the
type of information required in the decision, the availability of that information, the
presentation form of the information which students may need, and strategies to insure
that the information is accessible at the time the decision is made. There will be three
principles used in the determination of career decision information to be incorporated
into "Foundations' experiences:

1. the information must be useful or relevant to the career decis.on of selecting
a maijor;

2. the information must be available to students in an econoniic fashion relatively
free of d.istractor information;

3. the information must be accessible to the student at the time the decision is
being made. |
In addition, there must be a com ponent of "Foundations" which seeks to develop information
search, recognition and use skills because:

a. such skills are generalizable to new decision situations;

b. the necessary information for most decisions is almos® never neatly presented

to a decision maker.

)
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With respect to time, the human is a biologically-limited information processor,
and the three principles listed above are a necessary but not sufficient consideration
in facilitating development of decision-making regarding seiection of a major. There
is often insufficient time for students to process the fnform ation necessary t§ make
an appropriate selection of a major.
As indicated previously; the Study Group On The Early Stages of Career Development
(1977) recommended that students need more time for making career decisions. It is .
therefore necessary for "Foundations" experiéncu to provide students with more time
than is currently allotted for making career decisions. This can be accomplished, in
part, by initiating certain of the "Foundations" experiences prior to students' arriving

on the RIT campus.

Internal considerations. In addition to time and information, v.vhich can be controlled
environmentally, there are perceptions and beliefs internal to the decision maker that
atfect the quality of the decision processes used. These perceptions relate to the risk
in continuing a current course of action, the risk involved in changing a course of action,
and the belief that a better solution can be found. These perceptions need to be clarified
by the individual making a decision and need to be brought into conjunction with the
realities of the decision situation. It is in the articulation, clarification and bringing
into conjunction of perceptions and "realities" that there is a need for intensive human
interaction. The individual involved in Eiecision-making should interact with a person
or persons who can objectively facilitate reflection upon perceptions of risk and the
belief in the existence of potential solutions. Such a role can be played by counselors,
mentors (Hawkins, 1980), peers (Osguthorpe, 1980) or _classrocml teachers. The concern

Is ot so much who is the facilitator but rather that the facilitation can be demonstrated

e/
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to | . occurring systematically. Due to the comple ¢ nature of such facilitation, it will

be necessary to have mature adults play this role, and it will also be necessary to design
some "form al" experiences that encourage reflzction. The third major process to be
an lntegral part of "Foundations" experiences will focus upon reflection.

Third Process - Reﬂection

Dowaliby and Pagano (1981) have pointed out that a learner enters a decision situation
with a multitude of previous experiences, and that some of these experiences share
characieristics with the current decision situation. In order to negotiate a new situation,
the decision maker must first isolate the characteristics of past experiences which are
salient to current circumstances. Based on the past experiences and the configuration
of the current circunstances, the person will have certain expectations regarding his/her
chance of success in meetiﬁg the challenges embodied in the new situation. The expectation
will influence the amount of effort the individual is willing to expend. This leads to

action and a vesulting outcome along a succ.<: ~ntinuum. The outcome will generate

an affective response in the decision-maker, and the accuracy of causal ascription will
depend upon: |

1. correct analysis of the decision task.

2. accurate perception of own resources relative to the decision task,

3. adequate expenditure of effort.

In order to grow, an individual must be able to identify what he/she did that contributed
to the resolution of a decision conflict and to store that as part of the experience base
to be mobilized in future situatiuns (Athey, 1980). The more the learner engages in
the process just described and the greater the range of experiences assimilated, the
greater the probability that, faced with a situation with different surface stimuli, he/she
wiil be able to identify shared general characteristics with previous experiences and

apply learnings from these previous experiences to the resolution of the new situation.
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WFoundations" will therefore attempt to develop students' abilities to:

i. reflect upon past experiences and determ ine which of those experiences are
related to a decision situation at hand;

2. isolate those characteristics of said experiences that are salient to the decision
situation at hand;

3, project a series of expectations regarding success and willingness to expend
effort;

4, accurately assess one's own resources relative to the task at hand;

5. adequately expend effort (take some action) in accom plishing the task at hand.
Here again there wiil be a need for intensive interaction between a decision maker and
a facilitator. Such interaction will need to be student-centered (Hawkins, 1981), i.e.
the primary objective of the interaction is student development, and the facilitator |
must be flexible in order to meet the student's needs as a developing human being.

Several reviews of the literature (Athey, 1980; Belenky, 1980; Dansereau, 1980;
Dowaliby & Pagano, 1981; Kraft, 1980; Steve, 1980; Whitaker, 1980) have indicated
the need to assist students in identifying the relationship between characteristics of
previous experiences and those of current experiences. Focusing upon the affective

and cognitive outcomes of prior experiences will help to establish a baseline for addressing

new experiences.

Fourth Process - Studying
Upon entering an institution of higher education students are expected to be prepared

to engage in independent learning. However, data indicate that students enrolling at
NTID are weak in such skills. For example, Hanner et al. (1971) listed a series of "observa-
tions 'n which there was substantial agreement among instructors about the deaf students"

(p. 11). One such observation was that students are "ot fully aware of the effort and

2
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learning strategies required to be successful in studies at fhe post-secondary level" (p.
12). This condition has remained substantially unchanged--a needs assessment conducted
with faculty in 1979 (see Appendix A) uncovered essentially the same concerns. Faculty
in the Advanced Program support teams and Geﬁeral Education Programs continue to
offer study skills co‘urses to hearing-impaired learners. Further, career couvnselors offer
seminars to students in NTID's certificate, diploma and associate level programs on
such topics as time management, scholastic motivation, studying for exams and coping
with differing teaching styles. In effect, considerable resources have been directed
at developing students' abilities to learn and study.

The fourth process to be faf:ilitated by "Foundations" experiences will be the develop-
ment of study skills. To facilitate discussion, studying will be broken into two broad
categories: willingness to study and studying strategies.

Willingness to study. Wiuingness to study is dependent upon the student's perceiving
a need for studying in order to achieve his/her goals. In an attempt to icentify the goals
of entering NTID learners, Stinson (Lang and Stinson, 1981) conducted a study in which
twenty students were interviewed. The students were administered a standard set of
open-ended questions in order to determine why they had come to NTID, what were
their concerns upon entry and what was most exciting to them upon entry. The reason
most commonly identified by the students for coming was "social" with “academic reasons"
being cited second. -- the difference between the two was statistically significant. Further,
it was found that entering students felt that attending college was of real value for
their future but were not able to articulate their career goals very well. In addition,
the students expressed concerns about entering a career and being successful academically
but they less frequently expressed concerns (statistically significant) about establishing

social relationships or self maintenance (funds etc.). Students may be willing to study
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but may be placing study in a secondary position as compared to socialization. Anecdotal
information collected from career co(l\selors, faculty and statf tends to support this
- “tention.

When a student's willingness to study is in question, the student must first know
what is required, regarding study, to succeed at college and must compare this with
his/her own expectations. That is, the student must compare and contrast the study
effort and skills deemed necessary for college success with his/her own expectations
regarding study, academics, and socializing, and must identify the discrepancy between |

the two. As a result, the student will know a discrepancy exists but may not com prehend
\
\

the meaning of the discrepancy since he/she most likely has not had to demonstrate

the study behaviors necessary for success in coliege. i is necessary for the learner

| to experience a situation in which he/she has an opportunity to test the reality of discrep- ,J
ancies identified. Such an experience will need to be processed by the learner (see the ..
section on Reflection) in order for him/her to begin to understand the magnitude aqd i'/'
the nature of the discrepanéies and to take some action to eliminate these discrepancies.

Study related skills. A studeht may be willing to expend effort in studying but

may lack certain study skills. For example, students may not possess the skills to manage |
their schedules and prioritize competing social and academic time demands. In addition,
students may not possess adequate skills at identifying and understanding relationships

in what they study, selecting the important material from what they study and cognitively
reorganizir.g the materials into a personalized schema (Long, Hein & Coggiola, 1978).

Dansereau et al, (1979) describe a series of six primary com prehension-retention

and retrieval-utilization learning strategies: mood setting, understanding, r'ecall, digesting,

expanding and reviewing. They also identified a series of support strategieS for optimizing

the internal psychological environment of the learner: goal setting and scheduling, concen-

31
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tration management, monitoring and diagnosing. A learning strategy system, com posed

of instruction in these primary and secondary strategies, was developed and used with
college-age learners. The system proved to be effective in enhancing the behaviors

and attitudes of participants (Dansereau et al., 1979). Dansereau (1980) suggests that
many learners could benefit from such skills and strategy training courses. He recommends
that, if possible, “the skiils and strategy programs should be run in parallel witt regular
content courses" (p. 83).

De‘vélqging studying skilis. "Foundations" experiences will inciude a component
which focuses upon: ‘ |

1. assisting students in identifying the discrepancy ~betwec:n study behaviors needed
in college and their behaviors prior to entering college;

'2. providing students the opportunity to test the“reality of this discrepancy by
participating in rigorous academic activities which require study for success and in which
they can be successful if they study;

3. facilitating reflection upon experiences (2 above) in order to assist students
in focusing upon the effort and skills needed f'or academ ic success;

&. providing skill and strategy instruction of the type developed by Dansereau

rt

et al. (1979). -

Summary

In ~unmary, there are four processes upon which "Foundations" will focus in order
to better prepare students to select and enter majors:

1. coping with or managing the conflicts inherent in the transition to the college
environment;

2. decision-making;
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3. the ability to reflect upon past experiences, relate these to new experiences

and take action regarding the new experlences;

4. studying and demonstrating a given level of competence vis a vis certain skills

and knowledge areas.

3.4
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Design Principles
There are a variety of orientations that could have been selected to characterize
“"Foundations" experiences: a Jearner-centered orientation, a conter;t-centered orientation,
or an instructor—centered orientation (Hawkins, 1980). "Foundations", from its inf:eption,
hlas derived its focus from a commitment to better meet entering NTID students' needs
in preparing to select and enter majors. It is appropriate, then, that the h;llm arks of

Foundations" experiences, i.e. its tenets, be directly tied to fulfilling this commitment.

wFoundations" will be an integrated set of learner-centered experiences.

In the learner—centered orientation, the needs of the student for overall human
and social development are considergd to be primary (Hawkins, 1980). Chickering (1981)
suggests thai learning and human development are additive and occur in the context
of a student's past history, personal characteristics and motives. He states that, "this
makes infonnatio;\ about the knowledge and competencies gained from work and life
experiences especially important in designing effective education..." (p. 16). He suggests
that, "we are tackling the bedrock task of human development..." (p. 16) when we attempt
to achieve the end of eiicctiv? preparation for work. This is particularly relevant when
one considers a series of generic competencies identified by Klemp (1977) as necessary
for success on a job:

1. communication skills,

2. information processing skills, conceptualizing skills,

3, ability to learn from experience,

4. ability to understand many sides of a complex issue,

5. accurate empathy, positive regard for others,

6. giving assistance, controlling impulsive feelings,

7. define oneself as actor, cognitive initiative, proactive stance.
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Very often curriculum will sacrifice the development of these generic skills for the
developmeﬁt of content area knowledge. "Foundations" experiences will seek to fe-ilitate
the' development of the seven skills areas cited above. In so doing, student needs and
level of developmant will be considered to be of primary importance. Since education
Is the proccss of movement from one skill, attitudinal, knowledge, or developmental
level to another, students' entering skill, attitudinal, knowledge or developmental levels
will be the starting point for "Foundations" experiences. Since learner-centered experiences
focus upon "meeting the student where he/she is" and facilitating movement to where
he/she needs to be in order to successfully meet acaden‘\ ic challenges, "Foundations"
experiences will be designed to accommodate entering students' developmental levels,
while providing the conditions to facuit'ate the attainment of higher levels of development.
The learner-centered orientation will not, however, be taken at the exclusion of
the other orientations. There will be a degree of content-centeredness in "Foundations™
experiences. In a strict content-centered orientation, teachers and students would be
expected to adjust their behaviors or attitudes to accommodate the requirements of ¢
the content disciplines {majors). The majors would, in effect, dictate the skills, facts
or propositions that must be acquired, and there would be littie room for deviation.
Such an orientation is the one most often taken by those of us educated in technical
disciplines. Unfortunately, the pre-requisite skill requirements of a discipline are not
quite as unambiguous as one might expect at first glance. While a content analysis can
isolate b. oad and general skill requirements across disciplines, there is debate within
disciplines regarding the specific competencies necessary to enter a career area. Since
WFoundations" will be held accountable for better preparing students to enter a major,
there will be a need for a degree of content-orientation but, since disciplines are not
static and there is a lack of clarity regarding prerequisites, it will be necessary that

the content addressed in "Foundations' be common across NTID disciplines.
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In additian, there will always be a need for those valuable insights, anecdotes and
touches of humanity that can be provided only by a teacher with experience. There
is, therefore, the need for a degrse of instructor orientation in "Foundations”, Taken
to the extreme, however, an instructor considers him/herself to be "the" model for students
to emulate, i.e., the unique approach he or she takes to teaching is considered to embody
the content taught. The student is expected to go to the teacher in search of wisdom
and s expected to accommodate his or her personality or style.
Principles

There are four principles that will be utilized In designing "Foundations" experiences:

1. there will be a set of 'rigorous institutional expectations, explicitly stated;

2. if expectations are met by the student, success will be experienced; if expectations
are not met, there probably will not be a successful outcome;

3. there will be a high level of interaction between students and faculty, as well
as bet..:en entering students and older students;

4, "Foundations" experiences will be designed to move fram a concrete, experiential

base toward abstraction and generalization.
Wherever possible these four principles will be adhered to in the design, construction,
and implem entation of "Foundations” experiences. |

Rigorous expectations, explicitly stated. The college environment places demands

upon students' adaptive skills, in terms of meeting both social and agademic expectations.
Currently, the first experience most students have at NTID, the Summer Vestibule Program,
tests a student’s ability to cope sociauy but does not provide an accurate and realistic
sampling of Lthe academ ic demands a student will face in the Fall Quarter and beyond.
Therefore, realistic and accurate academic expectations will be established from the

student's first contact with "Foundations".

Ju
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The need for explicit statement of the expectations derives from most students’
limited experience with inferring rules and correctly interpreting unstated expectations
from abstract and loosely-connected experiences. Since students' developmental levels
may require clarity of communication, a minimum set of institutional expectations will
be mide explicit to the student from the beginning of his/her association with NTID.

Experiencing success if expectations are met. Explicit statements of expectations
are a necessary but not sufficient condition for optimizing a student's chancges of success.
For example, with respect to acceptable levels of studying, academic iuccess éan be
accom plished through the utilization of support systems (e.g., tutoring, mentoring, study
skills instruction, etc,) which will optimize the probability that the student can meet
the challenges of academic college.

Dowaliby and Pagano (1980) has pointed out that a person will attribute success
to his/her own actions if he/she has succeeded in a situation that was chalienging,
in which he/she expended a reasonable amount of effort and in which he/she expected
to succeed. Although "Foundations" experiences will be designed to optimize success,
they will be challenging and require considerable expenditure of effort on the part of

the student.
A high level of interaction. Many students come to NTID with limited experiences

in interacting with adults, peers, and social systems. Communication difficulties with
hearing individuals and restrictive environments in many schools are primary contributors
to the reduced fr. quency of such interaction. Liben (1978) suggests that a deprivation

in a student's experience may have serious consequences for development:

Social experience may also be divided into two components. First, social interaction
provides the opportunity for transmission of the society's kinowledge, traditions,
mores, values, etc., through both formal and informal means, for example, school
and family. Second, social interaction provides the opportunity for the child to
develop social-cognitive skills. Interactions with aduits and peers force the child
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to recognize that others' viewpoints may differ from his or her own, thus helping
ar;e chi)ld to decenter from the egocentric perspective of preoperational thinking.
. 198

"Foundations" will be designed to encourage ana facilitate reciprocal social interaction

with peers and adults through systems of mentoring, student participation ‘n the governance
of "Foundations" exper?ences and non-didactic approacﬁes to teaching. In addition,

major emphasis will be placed upon facilitating students' development of competencCy

in the four major processes until they are able to perform the processes with limited

assistance.

Concrete to abstract. Learners entering NTID tend to be pre-conventional in

their thinking (DeCaro and Emerton, 1978), and persons at the pre-conventional level

are "...ﬁtill under the influence of internal and external physical stimuli, rather than

that of symbolic representations conceptualizing past and future roles and values which
have been shared and self-examined" (Belenky, 1980, p. 8). Colby and Kohiberg (1973),
Kohiberg (1969), Kohiberg and DeVries (1969), and Kuher, Kohlberg, Langer and Haan
(1975) have shown that there is a corresponding stage in Piagetian developmentai levels
for each moral stage. Belenky (1980) has, however, pointed out that mature cognitive
reasoning does not automatically assure that there will be maturity in moral reasoning.
She also indicates that while evidence showS (Furth, 1964; 1966; Vernon, 1967) that the
early stages of cognitive development described by Piaget are not delayed in deaf children,
the evidence is not so clear for development of formal operational thought. She suggests
that "if hearing impaired adolescents are unusually dela;ed in §chieving the capacity

for abstract, formal thought, that delay could Contribu!:e to the unusually low levels

of moral reasoning in (deaf) college students observed by DeCaro and Emerton (1978)"

(p. 22). It remains to be seen if students do lag in the achievement of formal thought;

however, ancedotal information would tend to indicate that such a lag is likely.

]
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Parasnis and Long (1978) have reported data which show that NTID students tend
to be more field dependent than their hearing peers. Further, Dowaliby (study in progress)
has found that NTID studepts are more people oriented and desire greater structure
in a learning situation than do their hearing counterparts -- these are traits characteristic
of tield dependent persons. There is data (Koran, Snow & McDonald, 1971; Maranty
& Dowaliby, 1973a; 1973b) which establishes a trait-treatment interaction between
field dependence/independence and dstract/cq_ncrete presentations of learning maferials.
For example, Koran et al, (1971) s\;ggest that "...explicit, concrete presentation of the
stimulus elements...may provide a behavioral representation for the learner that he
could not generate for himself..." (p. 226). Concrete models and well illustrated verbal
presentations appear to serve a compensatory function for field dependent learners.

While there are no studies regarding deafness which link the constructs cited a;:ove
to the desirability of concrete vs. abstract instrumentation, the data are considered
to be strong enough to warrant addressing learners in such a fashion as to progress from
the cdncrete to the abstract in "Foundations" experlenées. A variety of concrete and
tangible experiences will be designed to provide opportunities for students to take many
roles, to interact with adults and peers, to take reas;onable risks, to take an active problem-
solving stance and to experience cause-eftect rela'tionships. Such opportunities are
often missing from many students' backgrounds and are necessary if the students are
to successfully master the four processes put forward in this paper.

Concomitantly, "Foundatior s" experiences will begin the process of moving toward
the abstract and generalizable - with appropriate supports to enable the student to do
so. Given the current status of the technical courses in various majors, preparedness
to enter translates partially into the ability to manipulate abstractions and to make

generalizations. It would be a disservice to students not to attempt to facilitate the

development of such abstract reasoning processes.

34
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There are some hypotheses and assumptions which have been made in developing
this conceptual framework that will be tested during the pilot and implementation phases.
For example, it is hypothesized that most entering students have attained the level

of concrete operational thought but not formal reasoning—this will be tested. Finally,
the "Foundations” concept - as well as the concept of an NTID - are essentially embodiments
of the hypothesis that significant interventions can be made to facilitate the development

of hearing-impaired individuals. |

Conclusion

This document proposes four major processes that "Foundations" experiences should
address in order to better prepare students to select and enter majors. The paper also
proposes some broad principles to be used in the design of such experiences. The proposal
of these processes and design principles comes as the culmination of a needs assessment
and approximately two years of dialogue regarding several theoretical constructs. This

Ancumnent submitted to NTID as the conceptual framework arouhd which "Fouridations"

will be designed.

40
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APPENDIX A

Problem Statements Isolated In 1979
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l.

Our students have a limited knowiedge base and frequently have preconceived

notions re careers and majors.

l.
2
3

b, .

3.
6.
7.
&
9.

Work exnerience limited

Sex-stereotypes

Majoring in college, liberal arts/tech

External influences on choice

Expectation/ability don't mesh

Personality influences (don't like chairperson - »:on't major in that dept)
Misconception of majors (civil tech. bulldozer ;!river)

Choice of majors influenced by ideas of salary

Limited exposure to career options and role models
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2. - Our students have a limited knowledge of selt, e.g.,

1.
2.
3,
%,
5.

6.
7.

a. strengths/weaknesses re career clusters

b. values system

C. interests

External control (peers, parents, etc.)

Ability and expectations don't mesh

Lack of ability to introspect

Help seeking (wrong person, wrong time, wrong way)

Very limited experiential base/lack of feedback |

Unwillingness to take responsibility for decision (seeks a solution, not advice)
No developed value system - or underdeveloped

Black and white way of viewing the world, values, behaviors




3. Our students use unsophisticated processes for decision-ma.:ing.

1.  Don't consider alternatives, risks, consequences

2. External inlluénces on decision (peers, parents)

3.  Accountability - we don't hold studentc _countable, students won't accept
accountability |

4.  Discrepancy between social expectations and real limitations of a disability

5. Process students use (if they use one) seems to be based on "today"

6. Limited information on which to base a decision

7. Seek decisions from authority rather than making decision for self

.
.
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4.  Our students lack a repertoire of coping skills.

o !

1. Unwillingness to face problems (transfers, LOA, turn-off when encounter
ditficulties) (fear of failure??)

2. Inability to tran~fer what they did in one situation to another (English skills
to photo, strengths in solving problems in past to solving problem now)

3.  Need for inmediate response to problem

4. Lack of awareness of normal range of problems

5.  Locus of control (other people need to change; they control my destiny)

6. Students can't separate problems (all are intertwined)

7.  Problems with time management and setting priorities
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5.  Our st.dents possess an inadequate knowledge base re cultures and their development.

1.  Stereotyped ideas about careers and groups

2.  Rigidity and low tolerance for differences

3. ' Lack of appreciation for deaf culture, where they come from

4. Don't understand dynamics of a setting

5.  Severe culture shock upon arrival at NTID

6. Inability to judge life experiences, to be non-judgmental about things they
can't always be judgmental about |

7. Generalizability - transferability - applicability of principles, concepts

93
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6.

2 . .
An NTID student's sense of purpose and identity emanates primarily from affiliation

with a major.

1. Lack of incentive for courses outside the major or when in NCD5 ‘

2.  External control on L.D. (also transient)
3. Crash when don't have a major

4%, Identification may be with people in major, not major itself
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There is no centralized body which reviews and monitors an individual student's

flow as well as aggregate student flow.

l.

2.

3.

4.
bR
6.
7.

Only counselor has access to all info but everytime the student changes,

he gets a new counselor

_Lack of uniformity/uniform criteria in how departmients determine if students

can transfer in or out

Changing roles of counselors, staff chairpersons leave question of authority/responsibilit
up in air

No one pérson is totally aware of any one student's history

Our attitude makes it easy for studr:::- °> change

It may be preferable not to have a cantralized body/big brother

When counselors change, info about students is lost - ﬁudent may make same

mistake again and again




8. We lack an institutional definition of aberrant student flow.

L.
2,
3,

Don't have parameters to vary from (#'s of changes, time limits, etc)
Ambivalence re LOA's, changes
Ethical/Policy Issues - How much time, resources is one student entitled

to? etc. |




9.

49

We are unable to provide appropriate experiences for students who fall in the different

cells of the matrix. €

'Has Necessary Skills Does Not Have Necessary
For Major Skills for Major

Knows what major he/she wants and
it is an NTID/RIT major

Knows what major he/she wants and
it is not offered at NTID/RIT °

Does not know what major he/shé

wants

l.  How far does NTID's responsibility go in providing experiences for all students?

2. We aren't making enough use of individualized instruction, multiple entry

points
3.  Low-skill students very frustrated in skill inprovement tracks
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10. Students are forced to choose a career direction prior to being ready and able

to do so.

i.  External influence on decision-making
2. Lack of information
3. How can we measure when students are "ready" for a decision

4  Our structure forces peopie into choices which may be premature

IV

28
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-

11.  Students lose an unacceptable amount of time and credit in transferring from

major to major.

I

2.

“.

)

Lack of multiple entry times

Lack of options for students who are undecided or who want to change majors o
in quarter when new major isn't opening

Students lose time even in natural changes (Civil or Arch to Indust. Drafting;
C.S. to NBTD)

Students "in-between" majors lose motivation to study

09




12,

There is a gap between students’ entry abilities and the criteria for entry into

maijors.

2.
3.

4,

Our entry criteria may be unrealistically low considering how far we have -
to move students by time of major (entry and exit) and the amount of time
we have todo itin

th;t are implications of our criteria for multiply-handicapped students
Secondary schools' records cannot always be relied upon

Need better assessment of skills and transmittal process to students for

early discussion of most realistic and most unrealistic options open to students

60
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13. There is a lack of a systematic process for assessing a learner's strengths and weaknesses
N ‘
re majors and for transmitting such information to the learner and the appropriate

administrative authority re the major.

1. Team concept - good concept, what will happen to it? Could lead to fragmentation
re the student's input '
2. Who is responsible for iransmitting info to student, to iacufty

3. '~ Tests may not be valid with our population
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14. There is Insufficient time to develop process skills and content mastery prior to

the student's entry to a major.

1. Validity of requirements/false requirements
2.  Treating all students as if they all had same needs

3.  Lack of experiential base




15. We lack multiple entry points to NTID and fo majors.

Strategies like - multiple sections, self-pacing

What is pay-off of going to muitiple entry -‘how many students are we talking
about

NTID-RIT-NTD flow may put students out of sequence
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16. We lack specified Institutional, departmental and major requirements fo.
cusricular offerings and for certification of students.

I.  The requirements we do have, we don't enforce
2.  Validity of requirements
3.  Sequencing of requirements

J.Decaro-8

stitutional

Y
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Primary Mentoring as a Teaching Strategy
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Roger Hawkins
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Primary Mentoring as. a Teaching Strategy

In doing a literature review for NTID's Foundations Program
it should be noted that there is not a'great deal of published
material on mentoring per se. ‘What there is seems to fall into
three categories: genefal studies in non-tr;ditional education;
studies on mentoring and mentor-like roles at specific collegeé;
and studies on specific aspects of non-traditional learning, for
example, contract learning. To facilitate the readers! knowledge
of the literature in these areas I have ipcluded an annotated
bibliography of the most important sources at the end of this
essay. |

Since the main purpose of this project is to articulate the
essential cﬁaracteristics of mentoring to the Foundations Pro-
gram so that the role might be adapted to an already existing
"tradi*tional" structure, it was felt that a mepe literature re-
view would not convey that information. Therefore, this paper
is in the form of a narrative essay incorporating characteristic
examples of all three categories of the literature n its .. 2ol-
opment. Part I deals with some historical developmets in educa-
tional philosophy focusing on the reintroduction of the mentor in
modern education. Part II combines some current research of mine
with an elucidation of the principles of caring to create a new
definition of mentoring. Part III deals with applications of the
mentor role articulated in this essay to a hearing impaired

population of students.
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The reader may wonder why vhis"essay centers on Empire State
College. The reason is that ESC is the most studied college 7
employing the mentor role as its only faculty position. Any study |
of mentoring would have to include this expgriment prominently for

quite clearly ESC has been the main laboratory for mentoring over

the last ten years. If there is 2n overall object of th{i/gﬁély ,
it is precisely to distill and liberate a general concépﬁ of

mentoripg from that laboratory.

Mentoring in a Modern Behavioral Environment

American higher education is in a critical phase'in its own
evolution; infused with money and social status since the Second
World War, the enormous growth of the unf:;rsity has generated a ;
reaction within, the student movement of the 1960's. To the
serious educator these two forces have compelled ah examination
of the structuré of the modern university along with the founda-
tions of education itself. A s-'nthesis of these two forces is a
way to articuléte the educational possibilities within the social
structure of the modern university. In examining he evolution
of teaching strategies within this behavioral envir nment, mentor-
ing emerges as one of the most exciting possibilities.

There is at least one mythical teacher/pupil relationship
in Western mythology, mentoring, and it has a finite origin in
the literature, Homer's Odyssey. Mentoring is not only a concept
in the Odyssey, but Mentor appears as a mythical character on the

same order as Cuysseus or Athene. Mentor is Odysseus' boynood

companion whom he leaves behind in charge of the education

68§

o e




and training of his son, Telemachus, during the Trojan War.
Odysseus' absence lasted nineteen years so Mentor nad enormous
influence over Telemachus' development.

For our purposes, two obse.'vations are impqrtant in terms
of Mentor's relationship with Telemachus. Firs;, Mentor was a
parent substitute. His funq?ion was to assume the role of
Odysseus as a father, and Odysseus was everything the Greeks
aspired to in an adult man: wise ruler,valiant fighter and
strategist (he was called the sacker of cities), expert crafts-
person, and even trickster. That thislis a succeésful endeavor,
we know from the developments in the Odyssey for we witncss the
passage of Telemachus into adulthood, and by the end of the book
he is almost the equal of Odysseus himself. The modern definition
of "mentoring" is thus "a wise and trusted counselor" (0.E.D.).

Second, this educational relationship was, by definition,
aristocratic. In order to facilitate Telemachué's development,
a one-to-one relationship was established whereby the teacher had
only one pupil. Such a role was only possible with noble bi."th
and an extensive estate, and these remained the conditions n-ces-
sary for a one-to-one educational relationship until modern t mes.

Quite the opposite force is represented by the modern American
university and its objective of democratic education, especiall}
since the rapid evolutionary period following the Second World War.
Democracy in education meant extending the liberating effects of
a post-secondary education to every sector of society., mainly

/
through expanding the scope and cdpacity of the modern university.
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But the new functions and structure of the university presented
a more complex environment within which the old teaching function

had to evolve and adjust.

In his book, The University Teacher as Artist, Axelrod (1973)

recognized that teaching styles in the modern university did not
exist in a philcsophical vacuum but were intimately related to the
new structdre and functions which had evolved. Utilizing a system
theofy analysis he was able to construct an accurate profile of the
pivotal position the university plays in contemporary American
society. Accordingly, the uﬁiversity is not just an educational
institution; it is a supersystem, r.ade up of interrelated and inter-
dependent sub-systems. Faculty is in control of only one system,

the degree system, which is the educational function the general

public assumes is the only function of the university. But the

university is also composed of systems functioniné as, among other

things, consulting agencies for business and all levels of govern-‘

ment. In carrying out its new functions, the university has many

times become a major employer in the comrunity as well as serving

as a major center for the arts and cultur-. .
The teaching strategies used by contemporary faculties have

evolved to some degree from philosophical speculation on educational

theory, but mostly in response to the needs of the university to

carry out its new functions as the problem solving and information

processing agént of modern society. Faculties have been struggling

to understand what had happened to the university and what their new

position was within this structure. The main element which brought
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the need to understand these changes to the forefront was the
student movement of the 1960's, which had, at its core, a positive
humanistic Statement demanding more relevant teaching forms in the
university in order tc make its democratic thrust more of a‘reality‘

For the purposes of this essay the complex of environmental
factors influencing or setting limits on a seﬁ of human behaviors
will be designated a "behavioral environment." This concept was
originally a cultural concept integrating all environmental in-
fluences, both physically and psychologically, to explain certain
cultural behaviors. (Hallowell, 1@55). .The behavioral environment
concept is appropriate here because the university supersystem is
so broad, and the boundarie$ between it and other systems of the
society are so diffuse, that one cannot clearly identify all the
forces preésuring faculties to evolve. ’Bsing the concept empha=-
sizes that it is a complex of forces, rather than some simple
force, which has resulted in the teaéhing forms found in the univer-
sity today.

In response to this Béhavioral environment Axelrod developed
an analytical classification scheme to help faculties understand
their role in the modern university as well as to give them some
basis for analysing future trends in teaching. That analysis

identifies three major forms of teaching and they are presented

in a dichotomously branched taxonomy. The three forms are lectur-

ing, didactic, and evocative teaching modes.

Lecturing is the most common form of university instruction

today; it has a rich tradition and it has evolved to a fine art in
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the post World War II era. It combines the art of composition with
the art of oral delivery, but it is not an art in the same sense of
a teaching-artist because the .ecturer does not actually Kknow his
students and lecturing does not require an interaction. It can be
easily reduced to a video tape and played to a very large audience,
as in instructional television, or played to no audience at all.

The rest of the teaching modes, evocative and didactic, do re-
quire interaction with students. However, in didactic modes inde-
pendent inquiry on the part of the student is not required to complete
the learning tasks set by the professor. The objectives of'this
mode include mastery of a definite body of information by memoriza-
tion, or acquisition and mastery of specific motor kinetic skills
by repetition and practice. Language instruction is the best example
of this teaching mode. An excellent didactic teacher Axelrod
describes as a crafteperson.
| Evocative teaching modes arw those which inquiry or discovery q

on the part of the student is required to successfully complete the

learning tasks. That is, the mastery of the process of inquiry it-

self, by the student, is the ob_ect of the evocative teacher.
Since this neéessarily involves innovation, Axelrod designates an
excellent evocative teacher as an artist.

Axelrod further breaks down the teacher-artist into specific
prototypes, by examining the dominant relations between the three
components of the teaching-learning process: the teacher, the
learner, and the subject or skill. He explains how the teaching

prototypes are derived through the dynamic interaction of these elements
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The relationships between these three elements-;what we might
call their "fit"--are extensively varied. Typically, one of
the elements moves to the center of the teaching-iearning
probess, and the other two elements are expected to accommodate
themselves to its demands and requirements. In the university
classroom, i% is the teaching style of the prc ~ssor that
” determines which two of the elements are expected to make the
greatest amount of accommodation and which one remains rela-
tively stable. (p. 12)
The three evocative prototypes derived from the variables are

the subject-oriented teacher, the instructor-centered teacher, and

the student~centered teacher. 1In the subject-oriented prototype

the teacher believes that the subject is fixed in that the facts,
Principles and presentation of the material must not be tampered
with, and that both teachers and students must accommodate them-
selves to this mode. The cleargst example of this is the discipline=-
oriented courses where for instance, a professor of Art History b .-
lieves that any course entitled "The French Impressionists" would

cover the same material in the same presentation regardless of the

professor who teaches the course, the type of students taking the

course, or even the location of the cbllege. An interaction with
the students is required to achieve the objectives set by the sub-

Ject-oriented teacher:
Their teaching is organized around their desire to help students

master principles, concepts, analyt;c tools, theories, applica-
tions, and relevant facts. It is characterized by two ma::
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features: an ewphasis on cognitive knowledge, and the svstematic

coverage of a given segment of that knowledge in each of their

courses. (p. 13)

In the instructor-centered prototype, the teacher believes that
her/his unique approach to the subject matter makes inquiry possible
and that students should use her/him as a'model. Thus the inldivid-
vality, humanity and personality of the professor is the dominant
element of this style forcing both subject matter and students to
adjust accordingly.

Finally there is the protetype of student-centered tcaching
which grew out of the need to fulfill the democratic extension of
post-secondary education to all sectors of society. The philosophy
employed in such a style argues that the educational process itself
is endangered if it cannot be adapted to diverse student populations.
Furthermore, the primary object of education is student developmént
and that teachers and subject matter should be made flexible to meet
the student's real needs, that of a growing human being. Within this
classification Axelrod identifies two variants ¢f this prototype:
one where the limits of the student's personal development are con-
fined to the development of the student's mind, and the other, where
the personal development of the whole student is emphasized,
especially in the non-intellectual dimension where growth or develop-
ment is necessary or desired.

Musb of the concept of the student~ceﬁtered teacher role was

embodied in the position paper, A Prospectus for a New University

College, generated for the State  ‘'versity of New York in February,
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1971, and which led to the formation of Empire State College a few
months later. Much of the paper was an attempt to define a different
philosophy of education by articulating a new teaching role (later

to be called Mentoring), a new type of student to be served by the
college and an expanded definition of what the learning process en-
compassed.

In terms of the new faculty member, it was clear that the gen-
eral qualities were in the minds of the framers; she/he was to be
highly qualified in a broad variety of ways, while willing to experi-
ment and to take personal risks to achieve the objectives of the
college:

The new University College...will recruit faculty members who

demonstrate: competency in relevant scholarship or research;

intellectual rigor in performance; productive competence in

pro. cn=sgolving in research or professional activities;

creativities in the arts; in public policy development in com-

munity service, or other work experiences; excellence in motiv-
ating others to learn; integrity of commitment to perceived

values; and personal secuilty to face risks of the unknown and

change with some degree of self-esteem. (Prospectus, p. 21.

Italics mine)

As to the new students, the Prospectus clearly sought out

student populations not adequately served by the large university

systems. And finally, the frospectus called for a new educational

agreement between the college and the student, and spelled out the

&

educational process that 'would take place given this new cooperative
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combination: | . .

The University College...will make the educational re-
‘sources accessible to the student and guide and assist him
in achieving an open process of learning. . This process will
placegthe responsibility for learning on the student in return
for his freedom to pursue his education according to his in-
dividual needs and interests. (p. 5)

He . will learn for his own purposes .and at his own pace
within a community of his own choosing. (p. 7)

On the personal side, the student will learn to undertake
a sustained task over time, to explore, where possiblie, without

. the penalty of mistake. He will be encouraged to enjoy the

play of learning experiences, freed from the kind of anxiety

and tension that results in grimness and frustation. He will

be enabled to see and understand his own emotions, to . ‘erate

with a variety of language and symbol systems and to have a

variety of di.cct créative aesthetic experiences. (p. 9)
When Empire State College opened its doors a few months later
it presented t4ue public with a new structure, an independent study //j

program, to accomplish the educational objectives in the Prospectus.

A faculty member, a mentor, was assigned to each student and the
student and mentor worked on a one-to=-one basis throughout tb
student's enrollment. Independent study meant'that no classes were
offered, but egchf;et of studies was defined by a learning contract

and followed by a narrative evaluation. The main task of inde-

pendent study was that each student designed her/his own curriculum,
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~ called a degreé program, in conjunction with a mentor and with the
-approval of a faculty committee. Such a new structure gave the
mentors the flexibility they needed to deliver education to new

- , popuiations of students, while students took new responsibilities in
exchange for a degree that was individually suited to their own
apecific needs.

H The mentor role was conceived of as highly experimental at

the outset with the idea that over a period of time many of the
specifics cof the mentor/student relationship would be worked out.

- In terms of the overall responsibilities the role was conceived of

as being holistic as in Axelrod's description of the student-
centered teaching prototype.

Two years after Empire State College opened, its Office of
Research and Evaluation (ORE) began a study of mentoring to under-
stand and follow the evolution Pf this experimental role. The
research began with interviews of all forty-six full time faculty
members to get faculty opinion on a variety of issues. On the basis
of the interviews a questionnaire was developed and administered
in the Spring of 1974, and the results were used by A. Paul Bradley,

Jr. in his publication, The Empire State College Mentor: An Emerging

Role (1975). Bradley's works are the best examples of the literature
category dealing with the mentor role directly.

The publication itself deals with a wide variety of questions,
but the ones that are appropriate for this essay are the mentors'
descriptions of the mentor role. According to Bradley, there are

five major components of the role: advisement, student intellectual
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development, evaluation, professional development, and college de-
velopment. The first three components will be looked at in more

detail.

Although advisement of students is a role of most college

faculties, in the one-to-one relationship of mentoring it emerges as
a primary function. Bradley identifies three components: academic/
vocational, personal, and ombudsmanship. T

The only officially prescribed function of advisemeqt in the
mentor role is that of concern over student's academic and vocational
plans. The s'tud:y ihowed that students ask for counsel in "evaluating
graduate school options, the current job situation, possible career
orientation, and the like." Bradley also ended with the qualifier,
"While not specifically trained for such advisement activities,
mentors find~that they are oftén the most accessible and concerned
professionals who can listen and help." (p. 11)

The second part of advisement is what Bradley called "personal
advisement," and he indicated that it was not always welcomed by
mentors in the early years.

versonal advisement can involve any number 6f things that may

te disturbing students: family concerns, financial affairs,

business affairs, health., While these matters many feel should

not enter an academic relationship, mentors sometimes find it
necessary to listen and talk with students about such concerns
before serious academic discussions ére possible. In fact,

for some students, their personal concerns (e.g., role of women)

may be qlosely intertwinedﬁwith their intellectual intere:ts. (p. 1

\
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The third advisement function of the mentor role Bradley ident-
ified was that of ombudsmanship. Because the college had many loca-
tions throughout the state with primary administrative offices
located at Saratoga Springs, New York, mentors had to untangle
paper préblems with financial aid, billing, and various academic
forms. Bradley noted, "An important consequence of this type of
mentor intervention isAthat the student confidence is gained. This
in turn can improve the academic relationship." (p. 12)

Intellectual development is the second major function that

" mentors described of their role and Bradley breaks down that function
into two further categories: mentor roles in degree program planning
and in contract learning. As to degree program planniﬁg, the forms
used by the College and the process required took several years to
be developed, and the data in ORE's original study reflected 4
change in emphasis in this element. By 1974, degree program planning
had become a major intellectual element, whereas befofe, contract
learning was Seen as the prime activity in intellectual development.
Since then the College has taken more steps to emphasize and formalize
the degree program planning process.

The mentor's role in the intellectual development of the
student through the learning contract is the most time consuming, if
not one of the most important components of the mentor's work day.
Initially, mentors tended to describe their activities in two forms:
the mentor as tutor, and the mentor as facilitator., . By tutoring a
contract the mentor not only develops a specific set of learning

activities, a sort of course description, but also acts as the tutcr,
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student did in the contract must be filed in a formal document (the
Contract Evaluation) in order for the student to receive credit for
‘her/his new learnings. The evaluative comments normally follow an
agreed upon criteria listed in the contract. The importance of this
activity is seen in the fact tha* these documents monitor the
student's progress in the program and form the basis of the student's
transcript, along with a copy of the degree program,

This was not the end of Bradley's studies on mentoring for in
1978 he published a much broader study. This time he worked under
the auspices of the Center for Individualized Education (CIE),
located at Saratoga Springs, New York, and the study was expanded
to cover many colleges all engaged in the independent study mode.
Those colleges or programs ranged from the University Without Walls
(University of Wisconsin) to the New College (University of Alabama).
Since the new study enlarged the sphere of faculty activities in
the ten schools studied, a new term Qas coined to cover a multiplicity

of faculty titles; hence, the title of the report, The New Profes-

sional: A Report on Faculty in Individualized Education (1978).

whe. it came to describing the teaching strategies of the "new
professionals," Bradley reorganized his thinking and expanded his
categories to include a total of eight roles, or "personal models
of behavior." He retained the original dichotomy of bifurcating

the mentor role into two general groupings, tutor and facilitator.

Also, the basic definitions were retained; tutors were those who
"used themselves as primary learning resources'" (p. 49), while

facilitators were defined as faculty who helped "students tap and
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identify other resources" \p. 53). Evaluation, which in his 1975
publicationwas a separate category of intellectual development, be-

came another one of the sub-categories, or styles, of either a

&

tutor or facilitator. Thus the eight possible styles of the new
professionals were serially described as: tutor/content; tutor/
counselor; tutor/model; tutor/evaluator; facilitator/content;
facilitator/experiential; facilitator/model; and facilitator/
evaluator. /

At this point a critical appbaisal of Bradley's studies on
mentoring is essential to understand some of the limitations

embodied in his methodology. It was essential to break down

mentoring into component parts so that he could develop a theory of

"professional development" through stages, and this theory found

its way into both the 1975 and the 1978 publications. However,

Bradley did not tegin from a holistic definition of mentoring,

but rather, accepted the description "mentor" as it had been J
described administratively by Empire State College. There were ‘
many separaée roles under this job description which did not con-

form with the concept of the mentor-counselor in the original

Prolpectus.

A major problem arose in the original breakdown of the mentor
role into "tutor" and "facilitator" functions. These two variants
were more derived from the internal structure of Empire State
College (the original difference between mentoring at "Centers" and
at "Units," now nct much of a difference) than it represcnted

distinct differences in the mentor/student relationship. This
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problem reached major proportions in The New Professional, for the

original classification scheme, when expanded into eight combinations,
created some styles that were so artificial as to be merely personality
types.

A good example of this problem is a juxtaposition of the tutor/
medel style with the facilitator/model type to understand the dif-
ference between a tutor and a facilitator. The tutor/model is one

~of the most exciting descriptions of a mentor's possible roles and
requires the mentor to have a clear sense of herself/himself.

the tutor/model feels a powerful responsibility to display

work habits and a learning style that students will emulate...

tutor/models tend to use personal experiences as a guide in

advisement, degree program planning and completion...With shared
educational experiences, student conferences become especially

meaningful. (p. 52)

The facilitator/model description seems to be a cond .on, not a
style, and a condition not clearly differentiated from the above
description.

(The facili\ator/modell seems to be able to work effectively

with student : when no one else can: drop-outs, anti-establish-

ment types, etc...He/She invites thém to share his/her lifestyle
which is an interesting one...Rather than be a model of intel-
lectualizéfion, [the facilitator/model] tends to be a model of

individualization. (p. 54)

In short, the classifications of the new professionals intc difterent

styles tends to be artificial in that it does not help cne understand

83




78

the essence of the mentor/student interactionn

A different'methodoldgy has been used by Rhoada Wald in her
initial stnudy of one phase of mentoring and may be characterized
as looking at mgntoring in its natural setting. Wald's paper ié
representative of the third type of literature, on specific aspects
of non-traditional'learning. Wald was studying how a learning
contract gets formed . and hbw individualized différences get incor-
poratéd into the aogdemic process. She used systematié observation
through audio and videP taping of 33 conferences of the first mentor/
student appoint@ent, then described, coded and analysed the inter-
action, with refgfence to the literature of problem solving. (Wald,
1978)

Wald's research provided evidence to support four major trends

in analysing the contract planning process. First, there seemed to

be phases leading to contract design: an orientation phase whereby

the student learns about the college and the mentor learns about the

student; an identification of the student's objectives, both long

term and short term; and the 7inal design of the content based upon
the information obtained in the previous phases. Second, in analysing,
the themes of discussion Wald found, "the sfrongest influence in
planning the first contract was the personal history of the student.
The consiétency of this finding was striking" (p. 226). Third,
specific contract objectives rathef than long-rangé goals were

emphasized. And fourth, in terms of distribution of control, the

contract learning process is much more complex than the traditional

teacher-centered structure: "The data indicated that both mentor and
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student made some key decisions, but in a context thatuis compatible

with the assumptions underlying individualized education" (p. 227).
Wald's conclusions'pointed to a major difference between the

student-centered teacher and the traditional teacher, and called

for more extensive research along these lines: ""Several additional

findings that evolved from the study represent potentially rich

sources for future research and development. Analysis of the mentor

role is a natural follow-up" (p. 231).

The Mentor/Student Relationship ,

In order to expand the concept of mentoring found in the liter-
ature and get a new and more holistic perspective of the mentor/

student relationship some research was undertaken to obtain descrip-

=

_ tions of what this relationship entails. A research strategy was
selected in interviewing four mentors. The first qualification for
the interview was that the mentor selected must have exhibited a
consciousness of the mentor role and must have demonstrated an
ability-to articulate aspects of that role in a creative manner.
Secondly, all four mentors selected were working for ESC's Center
for Statewide Programs, th: division that is composed of smaller
units, for several reasons Bradley's studies excluded mentors
from this division as this section of the College wés new and it
was experimentally untested. Since 1975, however, Statewide's
experience has been solidified and provides a comprehensive view

of mentoring. Statewide mentors exhibit all functions of the mentor

role including the administrative functions of coordinating small

units. The title, mentop/coordinator, is given to every mentor in
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the division, which distinguishes it from most faculty positions in
the rest of the College. Because the role places emphasis on holistic
and integrative aspects of the job, Statewide mentors have come to
call their role, "primary mentoring." Primary mentoring, then, is a
relationship in which one mentor is associated with one student
throughout the s‘hdent'slmatriculation at the College and functions

in all capacities for that student. This is distinct from mertoring
students only in the mentor's disciplinary field.

In terms of demographics a balance was struck in several cate-
gories. Two women and two men were interviewed witn the two women
having completed their Ph.D's whereas the men had not at the time
of the irterviews. The range of experience in the mentor rcle was
two to elght years, with the more exper;edced mentors having come
into the role when the College was still experimenting with different
variations of the strategy. The‘academic competencies ranged from¥
Cultural Studies, through Arts, Religion, Science, Histqry, to Phil-
osophy.

The design of the interviews was semi-structured in that'ceﬁtain
core questions were asked of each mentor but much operi-endedness

1

was provided so that each would feel rree to articulate those aspects
: é

of the relationship that s/he felt were essential and meaningful.
5
The interviews lasted from U5 minutes to 3 hours, and three of the
four were taped.'’
The tapes were then transcribed; quotes were identified and

catalogued as part of the analytical process. Althongh a great deal

of information and topics were discussed, only those aspects were
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used which met the objectives of the interviews. The object was to
get different views on thg mentcr role, and to isoclate and artic-'
ulate the common elements. In refining the essence of the mentor/
student interaction, the variables associated with\mentoring at
Empire State College had to be critibally evaluated. Mu_h of the
information gatherea formed a foundation for a much largar study on
the philosophy of student-centered education. '

One of the core questions that was asked of each mentor was how
s/he evaluated her/himself in the meantoring role. _All felt they
were excellent mentors. One Qent further and said that one had to
have a considerable amount of self-confidence in this job:

I think I'm a good mentor. I think you need a lot of confidence

in the fact that you are doing a good job. There are days where

'I co;e home and am very convinced that not only am I a bad

mentor, but a terrible mentor, out there ruining lives. But

that is not the dominant feeling. (Mentor Interview)

Another core ques%ion asked of all mentors was how they learned
their jobs. This question was felt po be importénf because the
answers reflected not only how Q'riety and individual style were
realized, but ;150 how the broad limits of the job were transmitted
to estabhlish 9ﬁe territory of the behavioral environment.

All ment%rs reported that, they got help being oriegted to their
Jobs through the Dean and Associate Dean (academic dean) of the

Center, through the use of a mentor handbook prepared by the Center,

and especially through discussions witl other facu:ty. A significant

difference was that the two more experienced mentors did not have to
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™,

face the impact of a full student load the first day, but usually
started with one student and slowly built up to a mandated load.
The two menters who were hired after 1975 interited full
students loads the first day. This day's work might have included
havihg student conferences, making further educational arrangements
wirth adjunct faculty and tutors, beginning to formulate and write
formal documents. and, most importantly, making critical judgments }
and decisions. For these mentors, their philosophy of education
emerged in time, over a longer period of time than the more exper-
ienced mentors--(in most cases over a year)--while they were function-
ing and delivering services. In short, mentors received an orienta-
tion from a variety of sources, which combined with their diverse
backgrounds of personal and academic expe.ience, in developing a

style of mentoring unique to each individual. This process took a

long time, and a minimum of one year full time seemed to be the rule

of thumb.
Results

The end result of this research was a more generalized and
holistic concept of mentoring. Accordingly, the uniqueness of the

mentor/student relationship was that it combined. academic progress

with personal growth and development. Although each mentor described

tbis'philosophy in different terms, and the descriptions emerged in
diéferent ways in the interviews, this synthesis was clearly what

the mentors described as the core of the educational expefience of
mentoring. One quotation taken from éne of the interviews, epitomizes

the rest:
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Meaning in the education'comes at the juncture of personal
history and intellectual development...A mentor is more than a
talking head. He is morally obliged to say to a student that
intellectual growth is not just a function of years. Twenty
years of doing sonething is just twenty years of doing something.
Brt until reflected upon it does not mean anything...

One becomes avare that one's own history isn't simply cir-
cumstance. There is purpose. Even if someone has experienced
prejudice or discrimination, one can begin to see that structure
and see that it isn't simply blind fate. It has reasons and
causal realities...This is where education becomes pretty risky.

(Mentor Interview)

Much of the rest of the interviews had to do with testing the
other variables asscciated with mentoring at Empire State College
and at other non-traditional colleges. Those variabieg‘included the
demcgraphics of the student population, the specific dgcuments and
processes adopted by ESC and associated with indepepdent study
(contract learning and’narrative evaluations), and the issue of
individualize%\curvicula. The objective wa. to determine which of ’

the elements were essential to mentoring and which could be eliminated,

making the definition more flexible. Also the analysis focussed

on the elements which motivated a student to achieve academically

and grow personally.

In terms of the student population ESC has found itself in some-
what of a puzzling situation. Growing out of the protests of the

gixties for a more relevant and flexible educational structure, ESC
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now finds itself a "college of working adults." The average age of
the students fluctuates around the ages 37-40 and a majority of the
students elect to enroll one-half time. One of the reasons for this
population is the College's flexible schedule (no classes) and its

™~ attention to granting college crédit by evaluation for proven college=-
level learnings. The paradox is that the College is populated by
the very students who initially.would not be caught dead protesting
a college curriculum., All the mentors duestioned stated plainly that
the uniqueness of the mentor/student.experiencé.was not restricted
to adult populaticns although ESC's particular brand of menforing
had adapted very well to adults. Clearly it was felt that mentoring
could adapt to any set of students ;ho desire that type of education.

One of tﬁe other specific aspects of mentoring at Empire State

College is individualized curricula. It is a requirement that
every student design her/his own curriculum in consultatior with a
me.itor to be approved by a facu}ty committee and the Office of the 4
Vice-President of Academic Affairs. It was.generally felt that this
process had a very positive educational value in making the student
intimately acquainted with the learning process (in that -ach student ]
had to become an expert in her/his own curriculum), and, combined with
credit by evaluation, it was a proc.ss that integrated "learnings"
from work experience into tﬁé _.eademic context. However, the in-

dividualized curriculum was not felt to be essential to mentoring.

Related to the concept of individualized curriculum was tne idea
of contract learni.ag and narrative evaluations which have been

associated with mentoring in an independent study context. Questions
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g in the interviews were directed at determining the importance of
these educational processes to the definition of mentoring derived
from this study. Most of those interviewed initially made a dis-
tinction between the processes (contract learning and narrative
evaluations) and the formal d~cuments (Learning Contracts,
Contract Evaluation, Learning Contract Outcome, Learning Contract
Amendment, etc.). Most felt that contract learning served to ex-
ternalize or articulate specific intellectual objectives and that
the narrative evalgetion made explicit how well the student met

™ her/his objectives. Also a series of narrative evaluations docu-

mented very well the student's academic process. The use of these

processes encourages the student to reflect upon the nature of
academic learning.
One of ‘the things I do a lot of is encourage a lot of self-
assessment, where a student at the end of a contract has 'to
write his cwn assessment of what it is he learned. Students
learn a lot trying t+ figure out what they learned...I do try
to give them some¢ sense of outcome, where [the learning] fits
in their degree programs, where it fits in t.eir interests. I
try to make that clear...Narrative evaluation; can be really
hard to do. It's a lot easier to write down B+. (Mentor Interview)
However, it was clear that mentcrs do not generally address perscnal
changes or developmental issues in either the contracts or the evalua-
tions. The argument was made that a college transcript is not the
place for comments on personal growth and development, and this uis

accepted generally throughout the College. However this attitudsz

e
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does not deny that personal growth and development are maj or com-
ponents of learning in a student-centered environment:
If there are serious developmental issues, I seldom put that
into the formal document. It is certainly a part of the next
conference with the student. Narrative evaluations can be
just character references. I think the paper is very deceptive.
You can't codify a lot of those elements. (Mentor Interview)
One final question was asked of the mentors wrich aimed at
determining whether\some of the effects of mentoring, especially
the motivation to g;:w intellectually and personally, could be
achieved in a lecture situation. Generally the answer was in the
affirmative. Although professing and mentoring are very different
teaching strategies,.especial}y in‘terms of delivery of information,

thé sane integration could be achieved elsewhere if the students

were to get some vital individual attention. One mentor put it as

follows:

Mentoring is not all that different from regular teaching anc

counseling, especially if the professor is used to students . |
wandering into her/his office on a regular b:sis and sitting
down to chat about whatever is bothering her/him that week.
Also there are informal relationships--for instance, a student
who always stops you after class: 'usually they are looking

for something else. A lot of time: they are looking for some
confirmation that is not on an exam. (Mertor Interview)

The integrated goals in holistic education are much more dif-

ficult to achieve than mere intellectual development, yet many
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students are attracted to a mentor/student relationship primarily
because such a scheme incorporates academic development into one's
personal life. The major effect on the student is increased motiva-

tion; students can generally see how each component enhances their

own development. The mentors noted this effect on the students, and
it had a positive effect on the mentor as well. The following
statement pin-pointed this relationship:

The motivation i; so much higher when you think somebody cares.

After reading many student questionnaires, and I was imbressed

at how often the students talked about the difference it made

in his or her work to know that the mentor was genuinely
interested. That thay wanted them to succeed...made all the
difference. (Mentor Interview)

In fact t is the attitude or disposition toward caring which
characterigggiiye mentor/student relationship and distinguishes it
from the other-modes of teaching. It is so central to this relation-
ship that a detailed examination of what it is to care for an
individual is examined here in more detail. Milton Mayeroff's study

On Caring, provides a precise account of this relationship.

Mayeroff begins his study with a definition of what it :s to
care: "To care for another person, in the most‘significant sense,
is to help him grow and actualize himself." (ﬂé@erdff, 1971, p- 1)
Caring then is not a goal, but a process in which growth is accom-
plished.

Growth in a caring relationship has many facets to it, but ac

Mayeroff defines it, there are components which involve intellectual
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relationship and one that is caring.

There are some major ingredients of caring which help illuminate
individual aspects of the mentor/student relationship. We will
examine four of those components which have a direct bearing on
caring in education. Those four are knowing, patience, trust and
courage.

Knowing may be the most important ingredient in caring, especiall:
in teaching, for it clearly distinguishes the mentor from other
forms of professoring. The knowing mentor must be familiar with the
~ student's world.

To care for someone, I must know many things. I must know,

for example, who the other is, what his powers and limitations

are, what his needs are, and what is conducive to his growth;

I must know how to respond to his needs, and what my own powers

and limitations are. (Mayeroff, p. 13).

Mayeroff goes on to develop three aspects of knowing. First,
explicit as opposed to implicit knowing: "To knov something ex-
plicltly is to be unablg-to tell what we.know...to know something
implicitly is to be agle to articulate it. We know more about a
good friend than we can verbalize" (p. il4). Second, knowing that
something is so as oppused to knowing how to do something: "A man
may know much about the theory of teaching without being able to
teach" (p. 14). This aspect of knowing shows the relationship be-
tween theory and practice and emphasizes that an integration of

both is essential. Finally, there is the difference bLetween knowing

something directly and indirectly. In caring one knows the other
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directly: "The caring teacher, for example, directly knows his
student as an individual: he experiences him as someone in his own
right, and not as a stereotype or as a means for his own self-
aggrandizement" (p. 14).

Patience is a velry important ingredient in the process of caring
because the process is of primary importance and because self-
actualization and growth must take place within organic limits. "The
growth of a significant ;dea can no more be forced than the growth

of a flower or a child" (Mayeroff, p. 17). This aspect of caring

was reflected in the Prospectus and emphasized that the student will

learn "at his own pace."

Trust is an important element in the caring relationship and
is essential foi an educational relationship that ends in zelf-
actualization. Basically the mentor trusts the student to find his
own way and it involVes ma jor professional and personal risks, and
the courage to take those risks: "The caring teacher who trusts his
students to find their own way in pursuing their own projects grounds
such trust by providing the students with'assistance, encouragement,
and exposure to relevant and s imulating experienceé"(p. 22) .
Mayeroff also warns that the person who cares must. .have gone through
a process of actualization in having the confidence to trust herself/
himself: "But only the man who trusts himself to grow, who is not
trying to force himself to be something he thinks he is supposed to
be will be able tc trust another to grow" (p. 22).

Courage is important in the relationship because in any re-

lationship that involves change, some elements that are known must
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be relinquished in exchange for elements that are unknown. Such
courage is informed by insight from past experiences and is sensi-
tive to the present.

In education, then, a caring relationship involves many elements
among whic' are knowing, patience, trust, and courage. The mentor
(caring person) must have the confidence and knowledge to undertake
such a venture and the student likewise must be able to be cared for.
A mentor can not belp a student develop personally if the student
does not want it. Mentors must be flexible in handling a wide
variety of students, and must be able to respond to each student's
needs as they arise.

There is one other aspect of caring which creates a tension
with the goals of modern education; in caring, the process (present)
cannot be subordinated to the product (future). In modern educa-
tion, tangible goal-oriented products (successful completion of a
course, attainment of a high grade, receiving a degree) are often
emphasized at the expense of the self-actualizing process.

If there is a goal in student-centered education it is to help

foster the development of the individual. For many years it was
felt that student-centered education meant modifying a standardized
curriculum so each curriculum would be tailor-made for each student.

Mentoring, however, means more than that; it is a unique relationship

that aims at a synthesis of cognitive and affective growth to effect
individualization. In some sense mentoring is not unlike parenting

in that growth and individualization are the primary goals and
parenthetically, is not .essentially different from Mentor's role

. - S
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in the Odyssey. When the roles of parent and teacher are misunder-
stood, individualization is subverted:
If a parent's primary concern is to mold a child, or in
basically having a child remain dependent upon him, then the
child with good reason feels basically uncared for because
he realizes he is not perceived as an individual in his own
right. (Mayeroff, p. 39)

Thus mentoring, when liberated from its .association with all

types of non-traditional education, can be defined as a one-to-one

relationship which aims at personal as well as intellectual deselop-

ment and mediccted by the principles of caring. In short, a mentor

is a master of growth.

Mentoring the Hearing Imvaired

Much of the impetus for the developments in student-centered
education has focused around the need to adapt conditions surrounding
the baccalaureate degree to the individual student, especially in
populations not having been reached by traditional programs. Non-
traditional programs of the late 60's and 70's saw as their mission
to reach new populations of students, including those who were place-
bound, time-bound, and those with handicapping conditions. As a
part of this essay on mentering, an investigation into specialized
programs for the hearing-impaired resulted in the discovery of at
least one program involving a mentor/student relationship where the
student population was hearing impaired. That specialized progran
existed for a brief time (1977-1979) and was a consortium of two

colleges, Empire State College, Metropolitan Center (Manhattan) and
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Gallaudet Colleée (Washington, D.C.) with the assistance of La Guardia
Community College's Program for Deaf Adults (Long Island City, New
York). According to the proposal submitted to Gallaudet's Center for
Continuing Educatior for seed money, an ESC Vice-President noted: |
In keeping with the mission statements of both Empire

State College and Gailaudet College, it is proﬁosed that a

cooperative prégram between the two schools be initiated to

serve deaf students. This brogram, whose béginning loc;tion

would be in New York City, would serve as a prototype model

for the pedagogic techniques of teaching deaf adults in a

non-residential baccalaureatc program.'

It is suggested that the program begin in a modest

fashion in order to achieve two ends: to ascertain the re-

ceptiveness and appropriateness of such a program; and, to

search for external funds that would allow a full program tc

flourish. (Letter, Roger Trumbore to Thomas Mayes, September 23,

1977)

A formal agreement between Gallaudet and ESC was signed, and
the Program for the Deaf was begun in November of 1977. A half-time
mentor wa. .ired (Kristine Beeman) who met the normal criteria for
mentorial faculty and who was also hearing-impaired. ESC was to
orient tre new faculty member to the College's independent study
program, to all aspects of coordinating that program, and to de-
veloping mentoring skills in a short time. La Guardia College
provided some office space and much needed clerical and technical

assistance. Gallaudet provided money to pay for the mentor's
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salary and provided many years' expertise in developing educational

programs for the hearing impaired.

ESC's Program for the Deaf expired two years later and was

- slowly phased out of existence. In order to determine the weak

elements in the program flany documents were examined as well as
interviews conducted with ~fficials vho were directly involved
with the program: the Assistant Dean of the Metropolitan Center
(Nancy Bunch) and Program Coordinator to La Gaurdia's Program for
the Deaf (Glen Anderson).

Some weaknesses of the program were discovered in the investi-
gation, but none of them had to do with any incompatibility between
a hearing-impaired student population and the mentor/student re-
lationship. First, the enrollment expectation was set too high toc
soon. A normal half load (15-18 student months/month) was expected,
and when it did not materialize, gave the program an air of faiiuﬁe
before it could become firmly established. Second, the hybrid
role~-mentor/coordinator--was too much for a part-time faculty
member to absorb in a short period time. In addition to mentoring
students, th¢ reie innluded recruitment, enrollment, providing
support servi:ces and resourcesnlfinancial ajd counseling, and re-
porting to administrators on the condition of the program. What
is difficult in the normal orientation of a mentor is doubly true
for a mentor/coorc¢inator in a specialized program: it was learned
from the interviews that one cannot expect to feel comfortable in
the role for at least one year, and this when one is working full

time. Also, little time was scheduled by ESC to adapt the role
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. of mentor/coo%dinator to these specialized conditions.
Third, the amount of support services needed to deliver such
a program to a hearing-impaired population was severely under-
estimated. Aside from normal A.I. (Accessory Instruction) money,
resources were needed such as a teletypewriter (TTY) and other com-
munication equipment, clerical help who were proficient in sign
language, interpreters to interface between hearing-impaired
students and normally hearing tutors, etc.
Finally, a problem was enccuntered by the very nature of the
program being non-traditional. As Dean Stevenson stated (it):
In a real sense her [the mentor's] role is exploratory and
developmental. Higher education in general has no idea how
to effectively address deaf people's needs or even what the
nature of those needs may be. Different from any other
coordinator, Kris is charting new waters...In our Deaf
Project we often are faced with surprises. For example, some
of our deaf prospects are suspicious of the individualized
model itself. Having never attended "traditional" college,
they are not disaffected with it. For some, college learning
must come dressed in ivy-covered lecture halls or it's not
the "real thing." In a sense they desire what their deafness
denies them. (Letter, John Stevenson to Roger Trumbore, May 10,
1978)
The above analysis indicates that there were problems in setting
up a specialized program for the hearing-impaired in FSC's non-

traditional setting, but it does not indicate that there is any
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inherent problem in mentoring the hearihg-impaired using the
obncept of mentorinz arrived at in this essay. This Qefinition
of mentoring emphasizes a specific educational relati;nship with
specific objectives and principles. It is.possible to envision
mentoring a special population, such as the hearing-impaired, at
a "traditional" institution, such as NTID.

A formal proposal to adapt a mentoring strategy to the NTID

structure would require another complete project, and that project

should be the product of several minds. What are presented here
are some general thoughts on a proposed mentoring program at NTID
with some consideration of how the mentorial interaction would
benefit hearing-impaired students. It is one of many proposals
that are possible given the mentoring characteristics developed
in the previous sections.

The mentor role at NTID would involve at least three functions,

although the functions would overlap since the role is holistic. -
They would include counseling activities both career and .personal, |
academic and personal'development through some individualized work *
for academic credit, and ombudsman functions. The continuity of 4
the mentor/student relationship would be maintained from the student's
initial enrollment through graduation.

Although a separate faculty category could be set up with a «
specialized mentoring function, it is strbngly recommended that the
existing faculty, professional staff and administrators voluntarily

assume mentor roles in excharnge for reduced workloads. Because a

full mentoring load (i.e., 30 stu%jnts) is exhausting, if loads
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were kept to a reasonable number (for example - 6), it is hoped
that the rewards for the mentor would far outweigh the liabilities,
and professional burnout could be avoided. It is very much better
for the students to be able to choose mentors from a wide variety
of backgrounds, possessing different skills, and representing
diverse personalities. The college might also benefit from in-
creased collegiality when teaching and non-teaching faculty,
administrators and professional staff share a commén, part-time,
function. For many positions, this would initiate direct involve=-
ment with students.

Mentors would facilitate students' academic and personal
development through periodic projects for academic credit, which may
be administered through learning contracts. The particular sub-
ject of the developmental project would be up to the mentor and
student but could reflect an increased range of learning activities.
Individualized work with mentors might include work in remedial
areas, advanced studies, additional communication skills, areas
for which classes are not available, specialized =subjects, and ex-
ploratorysubjects. The mentor/student relationship would add
additional flexibility not currently available in a curriculum as
well as a sense that the student's individuality is the focus of
development.

In addition to a feeling of individualization, the students
would benefit from learning those very skills necessary for success
in an adult life, from interpersonal relations to problem solving.

Some of th¢ day-to-day problems of the mentor involve sorting out
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~-bureaucratin problems and other general ombudsman-like activities.
However, in mentoring this is a learning and sharing experience
because the mentor and student have the responsibility to solve
the problemé together. These problem-solving situations are
helpful in establishing a trusting, working relationship as well
as developing the sk‘!ls which are used constantly in adult life--
becoming aware of huw problems are solved and decisions are made.
One other aspect of facilitating personal growth through
mentoring involves the student's becoming aware of and mastering
the developmental process itself. That process begins with the

question "What do I really want to do in my life?" and goes through

various analytical phases. It involves setting goals in a realistic
framework and articulating the steps necessary to reach those goals.
Students must also learn how to recognize when they have achieved
the goals they have set, how well they have done in terms of
strengths and weaknesses, and how to set new goals. In short,

students should learn all the elements of self-evaluation. An

awareness of the process of growth would serve them well after’
they leave NTID for a larger world.

Because of the holistic nature of the rcle, mentors would
have to "know" a great deal and would have to continue to refine
many 8kills in order to facilitate student development. Mentors
should be aware of many levels of education from the academic cur-
ricula of the college to the most recent studies which increase

relevant knowledge. In fact all the studies in Lhe Foundations

Program, from computer-assisted instruction, to problem-soclving/
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decision-making, motivation, models of human development, locus of
oontrol, inductive/deductive processing, and cross-cultural
adaptacion, etc. are the kinds of studies a mentor needs in order
to improvgfggr/his skills.,

But most important, a mentor needs to know as much as s/he
can about the world of the hearing-imparied, for the relationship
is dependent on the mentor being able to "enter the world of the
student." More than just mastering various modes of communication,
mentors must be open to a variety of information sources including
being able to take the risks involved with learning from the student.
In this way both partners in the mentor/student relationship are

actually involved with learning, including learning from each other.

Conclusion

The reintroduction of the mentor role in higher education has
been associated with the non-traditional movement, but in this essay
we have made a distinction between mentoring in the general sense
and the'myriad of faculty roles linked to non-traditional structures.
When meitoring is understood as a set of principles promoting the
developi.ent of the whole student father than the facilitator of a
" non~-traditional structure, then it becomes a more flexible and useful
teaching strategy.

Many difficulties would be encountered in adapting a mentor role
to NTID's "traditional" program, but the most formidable barrier has

already been overcome in entertaining the idea of a change. 1In
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democratizing the one-to-one educational relationship, it is the
students who will benefit the most. Mentoring would enable hearingf
impaired students to become more prepared to live a full life,
integrated into a world that is, at least in the beginning, not

made in their own image.
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Tutoring Special Students
Qui docet diecet (one who teaches learns)

Learning is a socirl act (Meiklejohn, 1882)

Russell T. Osguthorpe -
Brigham Young University

Tutoring is one of the oldest forms of instruction known to society.

As early as the first century A.Dv Quintilian in his Institutio Oratoria

described instructional settings where older children were tutoring

younger children. Between the years of 1530 and 1550 additional accounts
are given of tutoring programs initiated in Germany and by the Spanish
Jesuits in the College of Lisbon (Paolitto, 1976). These programs

emphasized the benefits that accrue to the tutors as well as the tutees.
Student monitors teaching ten students in a classroom became a p0pu1af
option in these early years.
In 1797 Andrew Bell, a Scotsmah developed one of the first export-
"~ able tuforing systems (Bel1, 1797). Bell had been asked by the British
government to e;;ab1ish a school for orphans in Madras, India. Since
Bell was not a'pfofessionaI educator, he broke frqm traditional patterns
of British schools and created an elaborate educational system which wa;‘
based on older students tutoring younger students. As th. program
matured, Bell noted that his classroom behavior problems d treased and’
that student academic progress accelerated. After Bell pub11shed his

first account of the program in 1797, Joseph Lancaster, a British educa-

tor was intrigued by the system and began to disseminate it throughout

the British isles and France (Laborde, 1815). By 1816 there were about

100,000 children being_taught in England and Wales using the Bell-Lan-

caster system (Bell, 1817).
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It is not completely clear why the popularity of the Bell-Lancaster
system declined in later years. Some have suggested that educators
began to be iess satisfied with the quality of the instruction that un-
trained 8 or 9 year old tutors were able to deliver (Dures, 1971).

Others have asserted that as the supply of professional educators grew

and as they became more well organized, it was to their professional

and financial advantage to dismiss unpaid untrained §tb&ent tutors
(Allen, 1976). Another soc1eta1 force which mitigated against the Bell-
Lancaster system was the increasing tendency of schools toward self- L
contained classrooms yhere studgnts were segregated according to age. .
As“cpildren were placed in these graded classrooms, it became less con-
venient to have older students helping the younger ones.

It was not until the "'mid 1900's that tutoring saw a rebirth in

society. It was also not unt11 this period that ‘researcher's began. to ‘

look seriously at tutoring and to measure its effects. By 1974 peer and

cross-age tutoring became a common part of most school systems. Allen &
Devin-Sheehan (1974) conducted a survey of 110 Sch0015 which showed that

31% of the schools had formal tutoring programs. An additiénal 25% of

the schools reported having informal tutoring programs. 0f all students

surveyed, 77% said that they ask other students for he p and 88% said .

that they work with cther students on academic tasks.

Purposes of treoring
At first glancé it may seem that tutoring has 3 simple and singular
purpose: to transfer new knowledge to the tutee. But the purposes and
measured effects of'tutoring are neither simple nor singular. Many
{nvestigators have been more interested in the benefits that come to

tutors than tu tutees. Bell, himself, was at least as impressed by the

Q \
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growth of his tutors as he was by the new knowledge transferred to other

students. As early as the 1600's Joachim Fortius said:
| s o {f students wish to make progréss. they should arrange to
give lessons daily in the subjects which they are studying, even if
they have to hire their pupils. (Gartner, Kohler and Riessman,

1971, pp.14-15) "

This passage illustrates the philosophical basis for the many research
studies which have focused on tutor growth as opposed to tutee growth. Sb the
assumption that tutoring programs are established solely for the benefit of
helping tutees learn new academic skills is a common mfsconceptioﬁ. It
is equally incorrect to view tutoring as simply another teaching method,

a technique for transmitting information. From their inception tutoring
programs have been multi-faceted experimehts in socia.1zation. The
first effect Bell nbted,in his program was the improvement in classroom
behavior, not students' perfbrmance in a spelling bee, but their ability
to attend and their willingness to.help other students master the task
at hand. ’ | |

In this section studies will be reviewed which assess the effects
of tutorihg on both tutors and tutees in three broad areas: 1) academic

performance, 2) personal/social adjustment and 3) moral development.

Acedemic Performance of Tutees

|
One of the most common purposes of tutoring is to improve the

academic performance of both tutors and tutees. Paolitto (1976) likens

this purpose to what Kohlberg and Mayer (1972) have termed the "cultural
transmission" mede) of education. In this form of education the teacher
or tutor is seen as a resource of knowledge to be dispensed to the

unknowledgable students. The cultural transmission model assumes that
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the primary benefits of instruction will accrue to students and that
only secondary benefits will accrue to teachers or tutors. The majority
of studies investigating the effects of tutoring programs have been
based on-this philosophy.

Perhaps the most comprehersive study on tutoring was conducted by
ﬁusan Strait Hartley in 1977." Using the statistical methodology devel-
oped by Glass (1976), Hartley completed q_mpta-ana]&sis comparing the

effectiveness of tutoring with tnree other methods of instruction. A

-

meta-analysis is an alternative way of reviewing a body of research.
Most research review articles identify as many studies on a given topic '
as possible and then attempt to draw summary conclusions. Nearly half

of all review articles in education fail to arrive at any firm conclu-

A

sions (Osguthorpe and Johnson, 1980). It is interesting to note that
the most recent review article on tutoring also fails to 1ist any firm

conclusions. In the conclusions section of the article the authors

state:

The preceding examination of the variables affecting tutoring outcomes
is less than satisfying; few broad generalizations (other than that more
research is necessary) can be made based on existing literature. . .
Unti) research become(s) more systematic it will be impossible to

draw valid generalizations and conclusions. (Devin-Sheehan, Feldman &
Allen, 1976, p. 377)

The reason so many reviewers of researct are so reluctant to state

conclusions is because: 1) single studies often arrive at opposite

conclusions andIZ) most studic. 'have methodological and procedural flaws
which rend their conclusions suspect. Glass (1378), on the other hand,
contends that since few perfect studies have ever been‘conducted. we
should add statistical controls through secondary analysis procedures

and then pool as many'studies together as possible by coding each study's

results into a common coding system, By including as many studies as




possible from as many sources as possible (unpublished as well as pub-
1ished), it is argued that the real effects of a given treatment will
become clear.

Hartley (1977) coliected 153 studies on four different instructional
methods fof teaching math: 1) tutoring, 2) computer assisted instruction
3) programmed instruction and 4) individual learniﬁg packets. In each
study she computed the “effect size" of the treatment and then computed
thegaverage effect size for each treatment across.all studies. An effect
size 15 computed by subtracting the mean score of the control group from
the mean scbre of the treatment group and then dividing by the standard

deviation from the raw data:

. mean of treatment - mean of control
Effect size = 3D from raw data

For example, imagine a group of sixth grade students were tutoring
a group of second grade studenté in math. The second graders who were
tutored scored an average of 80 on a posttest and a control group of
second graders scored an average of 70 on-the same test. If the stan-
dard daviatién of the raw data equaled 10, the effect size would be com-

puted as follows.

. 80 - 70 10
Effect Size = 10 -0 - 1.0

This would mean that students who were tutored performed one full stan-
dard deviation better than the students who were not tutored (the con-
trol group).

Combining the 73 effect sizes from studies on tdtoring, Hartléy
found that the average effect size for tutoring was .6. This compared
with .4 for C.A.1., .2 for individual learning packets and .1 for pro-
grammed instruction. In overall effect size tutoring was clearly the

most effective form of individualized instruction. It is important to
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note that more traditional forms of group instruction were not included,
but that control groups in many studies employed this form of instruc-
tion as a comparison method. -Therefore, it can also be concluded that
tutoring was superior to group instruction.

Hartley found further that while tutoring was the most effective
method as a supplementary technique, it was fully three times more
effective as alrépIacement technique. In other words, when students
received math instruction through tutoring alone (with no formal rein- \
forcement in group settings) it was three times more effective than if C
students received the instruction through Computer Assisted Instruction,
Programmed Instruction, or IndiQiduaI Learning Packet:.

Since educators often say that it is the novelty of the new program 1
that causes its success and not the program itself, Hartley also mea-
sured effect sizes for older vs. newer programs. She found that while
all four types of instruction benefit somewhat by a novelty effect,
tutoring is affected least. C.A.I. dropped in .234 in effect size when
the novelty was absent, while tutoring only dropped .025 in effect size.
This finding is especially significant to educational planners who want

programs that will retain their effectiveness over long periods of time

rather than decline once the new-ess fades.

While Hartley's study adds much to our understanding of tutoring
and its effects, its one limitation was its inclusion of only the math
content area. Even though Hartley was able to identify 29 studies exam-

ining tutoring in the math content ares, there are greater numbers of

tutoring studies in other content areas such as reading and language
development, Critics could argue that since math is a more highly

structured and easily measured content area, tutoring would be most
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effective there. Mor: researchers, however, have found equally strong

" effects in the reading content area. Harrison found that when low

achievers were tutored in reading teachers had a much gréater tendency

to rank the students in the top 50% of their class (Harrison, 1976).
Melaragnc and Newmark (1968) found similar success with Mexican-American
students. 0Osguthorpe (1976) investigated the effects of parents tutoring
their own children in reading. Resu1ts‘pgain showed that tu?ofed stu-
dents performed significantly better than students in the comparison
group.

Academic Performance of Tutors

0f equal interest to the learning gains of tutees is the academic
growth of tutors. Many tutoring progréhs have aimed at the tutor more
than the tutee. In fact, in two separate studies tutors gained more in
reading skills than did the students they tutored (Hassinger & Via,
1969; McWharter and Levy, 1971). Unfortunately neither of these studies
employed a control group for tutors, but the comparison between tutors
and tutees is interesting in itself.

In a study with 7th and 8th grade students Houser (1974) found that
tutors gained in reading skills significantly more than a control gFoup,
In a much larger study Strodtbeck and Granick (1972) found that tutors
benefitted academically from their p&rticipation in the Youth Tutoring
Youth program. Tutors improved their language skills (vocabulary devel-
6pment) significantly more than controls. The Youth Tutoring Youth pro-
gram gained national recognition and by 1972 had been implemented in
450 schools. The initial objective of the project was to aid students
attending inner city schools. Most of the students participating in
the program were low achievers who had experienced serious difficulty

with'both learning and social adjustment.
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In the meta-analysis study previously mentioned Hartley (1977)
computed an effect size for tutors as well as tutees. In the comparison
68 effect sizes were included (50 for tutees and 18 for tutors). The
interesting result indicated that tutors gained about as much from their
parti: ipation (.58 mean effect size) as did tutees (.63 mean effect
size). It is also interesting to note the ratio of effects measured for
tutors as compared with tutees. Hartley found nearly thrge times as
many effects measured for tutees as she did for tutors, but botih groups
were gaining about equally from the experience. Tutors' academic growth
in this instance is of special significance because they were not cur-
rently Studying the content they were tutoring, while many of the tutees
were studying the content both in ciass and during tutoring. From
available data it would appear that while investigators have been less
eager to measure effects on tutors, there is nearly always a significant
improvement in academic performance. These findings hold special signi-

ficance for tutoring programs because tutor managers must communicate to

parents of tutors the benefits that will come to their children as they

engage in the tutoring process.

In the first comprehensive review of tutoring theory and programs
Gartner, Kohler and R -issman (1971) concluded that two of the most
stable and pervasive e’fects of tutoring were the 1mpruved‘academic
performance of both tutors and tutees. Their conslusions were consis-
tent with those of Hartley and with most of the individual investigators
assessing the effects of tutoring.

Personal/Social Adjustment of Tutees

As early as 1588 Montaigne began to criticize the traditional teacher/

student relatfonship saying that the authority of the teacher was often the
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greatest impairment to learning. In more modern terms it might be szid
that the ¢eacher/student relationship 1s mostloften 2 parent/child type
of relation ship rather than an adult/adult situation. Instead of
searching on their own, students in the authoritative teacher's class-
room usually wait to be told what to do and how to do it. This depen-
dency on an authority figure can diminish students’ ability to develop
personally and socially. Sarb%n (1976) in recounting his own experience
as a tutee concluded that the single most 1ﬁportant effecf on him as 2
person was the relatigpship that he developed with his tutor. In other
words, he learned something about himself (personal) and about friend-
ship (social) by being tutored.

. Jerome Bruner (1972) has made one of the strongest calls for students

to tutor one another. He believes‘that the present educational system
emphasizes competition and prohibits students from experiencing positive
social growth. His solution is to provide students with opportunities
to help one another, to be given responsibility to assist other students
and to switch roles as tutors and tutees. In his own words, "I would
strongly urge. . .that we use the system of student-as;isted Jearning
from the start in our schools" (Bruner, 1972, p. 63). Py implementing
such Systems Bruner believes that our schools would become a “communal
undertaking.” One author has actually developed a system which he calls
the “Tutorial Community" (Melaragno, 1976). By "community" he means
that any successful tutoring program must be viewed as & society in
miniat.re. The entire school and community must be inyolved in its
development and execution. Each person involved must under stand speci-

fic roles and responsibilities in order to create the total tutorial

Eommunity.
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Perhaps the most obvious personal/social benefit for tutees comes

through the opportunity that tutees have of modeling pro-social beha-
viors of the tutor. Bandura {1971) has demonstrated tre powér of mode-~
ling as a social-learning tool in a variety of settings. Hartup (1976)
argues that modeling is the precise reason that cross-age tutoring is

| superior to peer or adult/child tutoring. His research indi;ates that
young children admire older children and want to emulate them. Because
of this admjiration, Harteys suggest that yobng students will Tearn more B
academically and socially. 8ell (1797) seemed to value this social |
growth as much as the academic growth of students; In his own words™
Bell said:

By these means a few good boys, selected for the purpose, as
teachers of the respective classes, form the whole school, teach
their pupils to think rightly, and mixing in all the little amuse- )
ments and diversions, secure them against the contagion of in ‘
example, or the force of i1l habits; and by seeing that they treat

one another kindly, render their conditicn contented and happy
(Allen, 1976, p. 9)

Personal/Social Adjustment of tutors

Most tutoring programs that have emphasized personal/social develop-
ment have expected the major growth to occur with tutors. Coleman

(1974) concluded that the only way for children to ultimately develop

social maturity was to.be given responsibility for some other student's

growth and then to alternate roles. Coleman's arguments are parallel

with those of Bruner (1972). A descriptive study which demonstrates
empirically the bond between tutoring and social development was conduc-
ted by Feshbach (1976). In her series of studies she measured the
effects of social class and ethnicity on the tutoring style empioyed.
She found that there weré marked differences among different social
classes and ethnic groups in their perscnal tutoring techniques. For
example, lower social class children were less a;t to provide the tutee
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with positive feedback for correct answers. When children themselves |
havk Tow salf esteem it would appear that they have difficulty building

someone elses self esteem.

. Feshbach'S data are important for two reasons. First, there is an
indication that socializat{on gnd tutoring arefélosely connected.
Second, she concludes that the techniques which are indicative of pro-'
social behavior can be trained. 1In other words, if students have low
self-esteem and are generally negative around peers, perhaps the most
effective way to helé the students is by giving them responsibility for

. helping a younger student. It is assumed that a tutor training program
would be offered to these students emphasizing pro-social behaviors.
Several studies have assessed tutors' growth in self-esteem. As
these results are discussed it is interesting to keep in mind that in no
instance was there formal direct instruction given on self-awareness or
ego development. 1In other words, the studies cited in this section are
not investigations of peer counseling (where the prime objective is
personal development), but peer and cross-age tutoring (where the con-

tent covered is usually reading or math).

In their review of tutoring research and programs, Gartner, Kohler
and Riessman (1971) concluded that tutors experience growgh in self-
esteem as well as socialiiatibn. Houser (1974 found tha; tutors' self-
concept increased significantly more than control studenég. Strodtbeck,
Ronchi and Hansell (1976) found that tutors' self-esteem increased when
they participated in the Youth Tutoring Youth program, but the data were
mixed. Certain studies showed that gains were not significant when
compared to nontutor control students. Their conclusion was that while

some investigators had advocated the tutoring role for all students
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{(even very low self-esteem students), the research strongly indicated
that the role of tutorlcan be highly stressful for low self-esteem
students. The following table given by Strodtbeck, Ronchi and Hansell
(1976, p. 215) illustrates the differential effects the role of tutor
g can have on tutors' self-esteem:
' | Table 1

Efficacy Score Change by Ego Development
for tutors and Non-tutors

"£go
‘ Development Tutors (n)‘ Non-Tutors (n) Difference
High .55 (29) .00 (8) 55
Medium 013 (73) . 042 (33) '029

LOW 002 (79) 063 (22) '061

The table demonstrates quite clearly ‘hs. tutoring had a negative effect
on low self-esteem tutors. The data indicates that those students would
have been much better off-having not tutored.

The Strodtbeck et.al. data need to be highlighted and tempered at
the same time. The results are noteworthy because they validate the
possible negative effects of tutoring. It is difficult to identify

other studies that produced warnings for tutorial system developers.

The data must, however, be viewed with the understanding that the results

apply to the NYC Youth Tutoring Youth program and may have 1ittle bearing

on other programs which emphasize different training and management
components. Strotbeck et.al., indicate them \ves that if the tutoring
environment were more highly structured and management support were more

consistant, low self-esteem students would probably have a more positive

experience.
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Se)f-concept has not been the only personal/social skill measured
in tutoring studies. Strodtbeck et.al. also found that attendance
increased when students were asked to tutor. This indicates both the
students' attitude toward the act of tutoring and their increased pro- -
social behavior. Most authors wauld suggest that the increased atten-
dance was less a functihn of enjoying tutoring than it was the increased
feeling of responsibility tutors acquire as they develop a close helping
relationship with their tutee(s). The increase in average attendance 1is
an operational measure of the social maturity benefits of tutoring
suggested earlier by Coleman (1974) and Bruner (1972).

Moral Development of Tutors

One of the more recent emphases in tutoring reséarch is the topic
of moral development. Paolitto (1976), a student of Kohlberg's, made
the most convincing case for tutoring as an enhancer of moral develop-
ment. Some reviewers would include the studies on moral deve1opﬁent as
a subtopic under personal/social adjustment. The studies that have been
conducted on tutoring and moral development have been designed in unique
ways that set them apart from most other tutoring studies that have empha-
sized p;rsonaI/socia1 adjustment. First, most tutoring research that has
assessed socialization has viewed it as a by-product of the act of tutoring.
The moral development studies have been structured so that the central
purpose is to enhance moral development. Most of the moral development
studies have included training components for tutors which emphasize topics
in deci_ion making and Kohlberg's theoretical model (Kohlberg, 1969).. ‘
Few of the personal/social studies included any such components. Second,
the mcral development studies have taken a much more cognitive (as opposed
to behavioral) approach in which the students' moral reasoning capabilities

have been targeted and measured.
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Sullivan (1975) investigated the effects of tutoring on adolescents'
moral and ego deve10pment. The author had adolescents participate‘in a

year long pract1cum experience in which they were trained to tutor

" small groups of younger children in mqra1 development topics. At the

conclusion of the practicum experience tutors had improved in both moral
and ego development. .

Greenspan (1974) conducted one of the more carefully conceptua]iied'
studies on moral déve1opment aﬁd tutoring. She outlined four areas of
emphasis and outcome that a tutoring program should include: 1) intellectual
development, 2) moral development, 3) identity formation, 4) interpersonal
development. In her research rationale Greenspan emphasized role-taking
as the tutoring activity which should theoretically have the most profound
effect on each of the four areas. Thus, the role of tutee again became
deemphasized and the program objectives focused more directly on tutors.
Greenspan found that tutors experienced significant growth in cognitive
understanding but did not evidence any change in ego development.

Atkins (1972) also found that tutors improved in their moral judge-
ments but showed no growth in ego development. Both Greenspan and Atkins
investigated the effects cf tutoring on adolescents, & period in 1ife when
identity and personal adjustment are unstable (Erikson, 1965). Their results,
along with Sullivan's indicate that tutoring can have significant positive

effects on adolescent tutors' moral development. Their failure to obtain

- significant growth in ego development could be due to the short duration

of their studies.

Implications For Special Students

In preceding sections of this review it has been suggested that

tutoring can be expected to elicit improvements in three primary areas of
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human development: 1) Academic Performance, 2) Personal/Social Adjustment,
and 3) Hoéb] Development. 'In this section each purpose will be discussed

as it relates to the needs of special stude?ts. Included in the definition
of “spe_ial students" will be all handicapped and gifted students.. It is
important to note that the research on tutoring with special students is
Timited to a few studies and articles. Most of ‘these articles describe
tutoé\ng progkams rather than report experimental daga on their effectiveness.
Paolitto (1976) called fo} an increased effort in resedrching the effects

of tutoring on special studerts.

Academic Performance of Special Students

Most handicapped students experience academic difficulty. Those
students with serious language dev?lopment problems seem to experience
the most difficulty. Ha?tef'(1§78) describes a set of data that clearly
‘'demonstrate hearing-impaired students' problems with language when compared

with normally-hearing peers. Learning disabled students by definition must

be performing significantly below grade level before receiving any specia]
services. Mentally handicapped students also have serious learning problems
when compared with non-handicapped peers.

The academic performance gap between most haﬁdicapped students and
thei~ non-handicapped peers is well documented. The 1mp11cat16ns for
tutor'ng are nc% quite so apparent. Some leaders in special education /
would discourage cross-age or peer tutoring because they believe the student
inay be short changed. A recent meeting of the executive committee of the
Alexander Graham Bell Association for the Deaf passed a resolution that
hearing-impaired students should not be placed in the regular classroom
unless they can benefft from direct (teacher fnitiated) instruction (Nix,

Note 1). In other words, the Association is saying that the best and most

127




124

effective method of instruction is from a professional teacher and that
additionallsupport service personnel (tutors, interpreters) detract from
or dilute this teacher directed iﬁstruction.

Few of the critics of tutoring for special stidents have considered
the potential benefits of the special student taking ‘the role of the tutor.
Most assume that the handicapped student will always ?e the tutee. Since
the available'data on tutoring with noﬁ-handicapped students indicates that
tutors usually learn as much about the topic they are tutoring as do the
tutgeﬁ. careful consideration should be given to training handi{capped
students as tutors and then measuring the effects on their academic perfor-
mance. Since many of the previously mentioned studies have used disadvantagedi
students as tutors and tutees, there is every indication that handicapped
students would benefit by being cross-age or peer tutors.

There 1s aIso some 1nd1cat1on that tutoring would benefit gifted as
well as handicapped students. Hartley, in her meta-analysis study computed
predicted effect sizes for tutoring for both high and low ability students
in second, %1fth and eleventh grades. The results showed that high ability
students had s\igﬁt]y larger effect sizes across all three grade levels.
This means that high ability or gifted students who” tutor or are tutored

perform significantly better on the topic tutored than gifted children who

do not particpate. Several {nterpretations of these data are possible.

First, it may be that while tutoring is effective for low achievers, the
individualization makes it even more effective for gifted students. Second,
as with the Strodtbeck, et. al. data on self-concept, gifted students are |

more comfortable, less threatened in the tutoring situation and therefore,

gain more from the experience.
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Personal/Social Adjustment of Special Students

Special students often have increased problems in personal and socfal °
adjustment. With hearing-impaired students there is 2 general consensus
that they have more difficulty with socialization than do their normally
hearing peers (Bishop, White, and Emerton, Note 3; Emerton, Hurwitz and

Bishop, Note 4).

These social difficulties seem to have roots in cultural differences
“as well as experiential deprivation caused by the sensory impairment. fﬁere
is less agreement on the actual level of self-esteem held by hearing-impaired
students. In a recent review of the literature on self-concept and deafness,
Garrison and Tesch (1978) found that while most researcher§ had previously
agreed that hearing-impaired students had lower self-esteem than their
normally hearing peer&. the apparent cause of the discrepancies was the
inability of hearing impaired students to understand the test items on the
seIf—coﬁcept instrument.

1f it is true that hearing-impaired students have self-cncepts that

are similar to those of the normally hearing population, there are still
strong 1mp11catioﬁs for the design of tutoring program.. Since Strodt-
beck found that ﬁtudents with extremely low self-concepts should not be
assigned as tu'ors, previous data on hearing-impaired students would
suggest that t! :ir low self-esteem might prohibit them from benefitting
from the tutoring role. Garrisor. and Tesch's data, on the other hand,
}ndicates that hearing impaired students could be expected to benefit
(in ego development) from the tutoring role on about the same level as
normally hearing studeﬁts. It is important to note at this point that
students with high, medium and low celf-esteem can be found at all

levels of academic performance. In other words, it has buen demonstrated
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that self-esteem is not a function of academic performance (Quinn, 1978).
Therefore, gifted students as well as low achievers and handicapped
students should receive similar benefits in self-esteem from the tutdr-
1ng'exper1ence.

Moral Development and Special Students

Few studies have investigated the moral development of special
students. DeCaro and Emerson (Note 5) conducted a study in which they
measured the moral reasoning capabilities of young adult hearing-impaired
students. They used Kohlberg's conceptual framework and compared hearing-
impaired students' stages of moral reasoning with the stages of the non-
handicapped population measured by Kohlberg (1969). Their results
indicated that hearing-impaired stﬁdents function on a lower level of
moral development than do normally hearing people. One criticism that
might be waged at the study is the possibility that the scores could be
depressed‘because of the heavy dependence on language in the administra-
tion of the moral dilemmas instrument. In this case, however, it would
appear that the investigators took adequate precauticns to make certain
that hearing-impaired students undefstood the task items. They also

attempted to control. for the possibility that the test examiner might

~misinterpret the students' responses. Because of these controls, it

must be assumed at this point that hearing-impaired students have more
difficulty with moral judgements than does the normally hearing popu-
Tation. |

One of Paolitto's main points in her review of cross-age tutoring ‘
is the potential benefits in moral development that can come from being
a tutor. Scheols have traditionally paid much more attention to how

students' academic performance might be improved thanAthey have with how
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students' social and moral development could be enhanced. There are
few, however, that would argue that schools are so1eiy for teaching
students how to read and write. Schools are where students learn to
behave in groups and organizations. Schools are where students learn to
deal with authority and personal responsibility. But most schools have
no formal curriculum in social/moral reasoning;‘and perhaps they shouldn't.
Perhaps socfalization and moral reasoning are best enhanced by struc-
turing the environment so that students are given opportunities to
accept responsibility and make decisions that affect not only themselves
but other students as well. Several researchers both in sociology and
in education feel that one of those opportunities is tutoring (Coleman,
1974; Bruner, 1972; Atkins, 1972; éreenspan, 1974; Sullivan, 1975).

If being a tutor is beneficial for the moral development of indivi-
duals, it should be even more beneficial for populations which Bave
extra difficulty in moral reasoning. This statement must be tempered.by
the fact that tutoring involves decision making and if some special
students have poor decision making skills, the task of tutoring may add
too much stress for it to be beneficial. Just as low self-esteem stu-
dents often do not benefit from certain tutoring experiences, students

Tow in moral reasoning ma: also have problems as tutors.
Types of Tutoring

No review of tutoring would be complete without a discussion of the
major. types of tutoring that are presently in use. In this section each
of the delivery systems that are used in tutoring programs will be dis-
cussed with implications for special students. No attempt will be made

to describe all of the various tutoring programs that have been or are
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presently in use. For a more complete description of these programs, see
Allen (1976) or Devin-Sheehan, Feldman and Allen (1976).
Adult-child Tutoring

One of the earliest forms of tutoring was designed around the
mentorstudent model. This type of tutoring was analogous to a teacner
(authority figure) in a classroom with only one student. In the eight- &
eenth century most rich children had private tutors. Jo M. R. Lenz in
1771 even wrote a play called The Tutor in which he stroﬁg\y criticized
the institution of private tutors (Yuill, 1972). The present rationale
for using an aduitchild delivery system is based on two points: 1)
tutors need less training and 2) tutors need less supervision. They
need less training because they aré carefully selected for specific
purposes. An adult might be selected to tutor physics or chemiﬁtry. who
has & coiiege degree in one of those areas. "Adults need less supervi-
sion than younger tutors because they supposedly are more capable of
accepting responsibility and making decisions. These adults might be
community velunteers (senior citizens, parents), paid paraprofessioné?s
(teaching assisfants in post-secondary settings or teacher aides in

elementary and secondary grades) or paid professionals (remedial reading

teachers, resource teachers, learning disabilities teachers, teachers of

gifted students).

In a study assessing the effects of parents tutoring their own low

achieving children, Osguthorpe (1976) found that students made significant
gains in reading skills. Perhaps more important were the findings regarding
the effects of tutoring on the parent-child relationship. The majority
(73%) of parents felt that the eight week tutoring experience had actually

improved their relationship with their child. Some parents saw the program
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as having no effect on their relationship (27%), while none of the parents
perceived that tutoring their own child put a strain on th?ir relationship.

Gallagher (1960) reported success with an adult tutoring program for
severely brain-injured students. Among his conclusions are that: 1) mentally
handicapped students showed significant improvementAin 1ntg11ecrua1 deve-
lopment and verbal skills, 2) mentally handicapped students showed increased
" ability to pay attention, 3) when tutoring ceased, students' growth regressed
or remained stagnant. Gallagher's results have strong 1ﬁp11cations for
the types of instructional .sethodology we use with mentally handicapped
students. From his data it would appear that even students with severe
mental deficiencies benefit more from tutoring than from more traditional
group instruction.

Several investigators have reported the use of adult tutors with
hearing-impaired students. Holcomb and Corbett {1977) suggest the use
”ofhinterpreters as tutors for younger deaf students. The rationale is
that the interpreter is in the classroom with the hearing-impaired
student and can become a dual-role support person. Some professional
educators of hearing-impaired students argue that such & Systam can be
dangerous because the interpreter may be unskilled in the basic techniques
of tutoring (Larsen, Note 6).

Several authors have recomme ‘ded the use of adult tutors with hearing-
impaired students for the enhancement of communications skills (B. E. S. E.,
1971; Bowman, 1973; Northcott, 1972). While there is documentation that
heariﬁg-impaired students are being tutored by adult tutors, there is
\ little research evidence to suggest the effects of these tutoring programs.
On a post-secondary level jones and Murphy (1972) suggest the use

of community adult tutors who are expert in a variety of needed college
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subjects. These tutors are paid professionals and are expected to possess
or develop the needed communications skills that will allow them to interact
effectively with hearing-impaired students.

Peer Tutoring

Peer tutoring is much more analbgous to cross-age tutoring than to
the adult-chiid delivery system. In a peer tutoring situation roles can
be switched. The tutor can become the tutee and the tutee the tutor,
Tutors are seen less as authority figures than they are as friends. In
fhe adult-child system the young tutee can ncver comfortably trade roles
and tutor the adult. The adult always knows more (or is perceived as
knowing more) and so the tutee is forced to play the more passive, non
decision-making role as the receiver of help and instruction. Peer
tutoring by its very nature is different. The tutor is viewed more as
an equal, someone who may know more than the tutee about the tutored
topic but not about everything. Peer tuturing is the natural extension
c¢f the c;oss-age system. As people reach a certain level of physical
maturity, age {s no longer equated with knowledge and the benefits of

the tutor being older than the tutee seem to disappear. It is clear,

however, from the theory of transactional analysis that people can play

the parent or child ﬁble at almost any age. Peer tutoring to be most

effective assumes that the tutor and tutee establish an adult-adult

relationship.

There are several accounts of peer tutoring used with special students.
Wagner (1972) trained mentally handicapped students as tutors for other
mehtalIy handicapped students. Although the training required was extensive,

the effects were judged as being worth the effort. Both tutors and tutees
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demonstrated significantﬂimprovements from their participation in the
program. In another series of articles a program is described which

was developed at the National Technical Institute for the Deaf, which
relies on normally-hearing peers as tutors and note-takers {Osguthorpe

and Whitehead, 1979; Osguthorpe, Note 7; Hurwitz and Osguthorpe, Note 8;
Wilson, Note 9). This program trains normally-hearing college studen;s
to tutor and take notes for hearing-impaired college students enrolled

in regular claﬁsrooms. The data collected on the program indicate that
tutors are viewed as having positive effg;ts by both students and faculty.
There is some indication, however, that hearing-impaired students who

are performing well in the classroom are those most 1ikely to avail a
themselves of the tutoring service. Guides for both tutor/notetakers

and program managers provide guidelines for implementing this peer program
(Osguthorpe, 1980; Osguthorpe, Wilson, Goldmann and Panara, 1980).

It is important to note at this point that peer tutoring with special
students can ?mpIy two different systems. In the N.T.1.D. system normally-
hearing students are the tutors. In the system described for mentally
handicapped students non-handicapped students were not involved. In each
case benefits derive to participants, but the benefits are different.
While the N;T.I.D. program encourages integraiion (as do other programs,
Bitter, 1973), the program with the mentally h. idicapped allows the students

themselves to play the role of tutor rather than tutee only.

Cross-age Tutoring

Cross-age tutoring has advantages over both peer and adult-child
tutoring. First, it maximizes the benefits of age perceptions among children.
Because younger children admire and want to emulate older children, they

feel honored to be tutored by older children. Second, it increases the
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integration of ages i the school. This can promote more behavior modeling,
not just from the tutee but from other students who observe the tutor. The
tutor's behavior sﬁys to all younger students that they might also expect
to take the tutoring responsibility as they get older. |

There are two basic forms of cross-age tutoring: 1) matched students
and 2) sibling tutoring. Cicerelli (1972) found that students tutored
by older siblings performed -better then did students who were simply p1aceq
with a regular cross-age tufor. His data also indicated, however, that
only older sisters were superior to regular tutors. There was no difference
for older brothers when compared with regular tutors.

Unfortunately there has been ]ittle. if any, systematic data gathered
on cross-age tutoring systems with special students. In one isolated case
a non-handicapped sixth grade girl has tutored a mainstreamed first grade,
Down's Syndrome child., The tutor worked with the child on a daily basis.
during the entire school year on reading skills. At the end of the schoo’
year the child was reading on a 1.6 grade level (Monson, Note 7). While
there were no controls and, therevYore no way to determine the extent to
which the gains were due to tutoring, it is interesting that the child
made so much progress and that the school system assigned a cross-age tutor

to a child with a severe mental handicap.

Discussion and Conclusions 0
Table 2 illustrates the types of tutoring discussed in the previous
section and depicts the relationship between type and the purposes that
might be ac~mplished by each de1ivery system. Integration was inc\uded'as
a purpose not because researchers have previously measured the effects of
tutoring on int=-ration, but because it has been expressud as a purpose in

certain cases where tutoring programs have been implemented with handicapped
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students.. The purpose of the ta51e is to amplify the potential effects

that can be expected from the various forms of tutoring. The table is not

designed to condcne one form of tutoring over another or to suggest that

only one form of tutoring is effective. Those who design tutoring programs

must make the value judgements that determine the primary and secondary

purposes of a given prograrm.

Table 2

The primary potential effects of each major tutoring type

according to broad tutoring purposes.

Types of Tutoring

Adult«Child Peer Cross-age
H.I. N.H. HOI. N.H. H'I. N.H.
Tutor Tutor Tutor Tutor Tutor Tutor
Academic X X X X X X
Performance '
Personal/Social X (%) X (X)
Moral Development . X X
Integration ). (X) X (X) X

H.l. = Hearing-impaired

 N,H. = Normally hearing

It can be seen in Tab1e 2 that the adult tutor should be expected

to fi11 only the purpose of academic improvement. There may be in-

stances when a normally hearing adult tutor could be said to enhance

integration, but not in the truest sense of the word. Because the
hearing-impaired student cannot reverse tutoring roles with the adult
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tutor, it is unlikely that personal/social or moral development wil' be
affected. Supporters of the adult-child method of tutoring might ayree
thgt because the adult possesses a higher level of content expertise, the
tutee will )earn more from the adult than from a cross-age or peer tutor.

~ Hartley (1977), however, found that cross-age tutoring produced greater
academic growth (effect size = .793) than either peer (effect size = .522)
or adult (effect size = .537). These figures were obtained across all
ages of tutees in elementary Snd secondary schools.

It is important to note that these data did not include post secondary

students, nor severely handicapped'students, A case could still be made
for using skilled adult tutors with young hearing-impaired children whose
communications skills preclude them from meaningful interaction with normally-
hearing children. Older hearing-impaired children might, however, still be 1

| .an effective alternative.

Peer and cross-age tutoring fulfill a broader range of purposes than |
does the adult-child system. Table 2 indicates that both systems could
be designed to meet three tutoring purposes. In each case it is assumed

that the hearing-impaired tutor might be asked to tutor both normally hearing

and hearing-impaired students. Only then would the hearing-impaired tutor
be able to increase integration. The normally hearii g tutor would also
be likely tn affect personal/social gﬁowth less than ‘.hen the hearing-impaired
student assumed the role of tutor. The normally hearing tutor could be a
social role model but could not provide‘the tutee with the responsibility
ard decision-making chararteristics that come through playing the role
of tutor.
While peer and cross-age tutoring appear to have several advantaées

'over the adult-child system, there are some disadvantages that must be cohsidered

138

L e e S I




»

135

First, the adult-child system requires much less training and supervision.
In situations where the prime goal of a program is to effect academi: growth
and where complex content knowledge is required, adult tutors could be the
best option. Second, there is a selection advantage to adult tutors in
many settings. Since adults are hired, they can be carefully selected and
matched with the most appropriate student. Peer and cross-age tutors are
more difficult to select, especially if parents prefer that their hearing-
impaired child not spend time tutoring another who seems to need instruction
less than the hearing-impaired child. |
There are several broad conclusions that can be drawn from the existing
research on tutoring.
1. Tutoring is one of the most effective methods of instruction
available. As an educational technique it is more effective
than large group instruction, computer assisted instruction,
programed texts or individualized learning packets. It allows
students to move through a given topic of instruction at their
own pace with highly adaptable strategy, sequence and content
tailored to their unique needs as a learner. No other form
of mechanized or printed instruction offers a fraction of the
flexibility of a human tutor.
2. When Etudents act as tutors, there is strong indication th t
they can improve in their own self-esteem, if they enter the
tutoring situation with ample ego strength or have high]y ade-
- quate training Qnd supervision.
3. When students act as tutors they can improve their social
behaviors and adjustment. If they have had attendance problems,
their attendance should increase. 1f they have had behavioral

(attention) problems, their ability to attend should increase.
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4.

When students act as tutors and the program focuses on moral
development, tutors can enhance their own ability to solve
moral issues. Their decision-making skills should increase

and allow them to reach higher stages of moral reasoning.

Drawing upon these conclusfons and the brevious research cited, the

following implications arise for special students and hearing-impaired

students in particular:

1.

2.

3.

Special students stand to gain most from tutoring. They not
only have problems in academic performance, but often evidence

difficulty in the areas of personal/social adjustment and mora)

development.

0f all special students, hearing-impaired students have unique
characteristics which should allow them to benefit most from
tutoring and being tutored. Since tutoring is in essence a communi- A
cations exercise, hearing-impaired students should be able to

enhance their own level of receptive and expressive communica-

tions skills by engaging in the roles of tutor and tutee.

Providing special students opportunities to tutor other students
should help students to ;ncrease their own sense of indepen-

dence. As special students go hrough school programs they are -
typically the recipients of extr: services rather than the

providers of service themselves. Tutoring offers a unique situa-

tion for the hearing-impaired student to become a support service ~

provider to peers or younger students.

Recommepdations

1f hearing-impaired students are to,receive the benefits from tutoring

that have been demonstrated with the general population, efforts must be
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"greatly increased to désign tutoring programs and research studies with
hearing-impzired studenis. At present no systemati%'data'has been gathered
on a cross-age svstem with hearing-impaired students. Such systems could
be designed in both self-contained programs, as well as mainstrgamed settings.
Data need to be co\lgcted on the nrecise effects of hear1ng-1mpa1red students
tutoring each other and hearing- impaired stude;;s tutoring normally hearing
students.

As studies are designed to assess the effects of cross-age and peer

tutoring wi** “~aring-impaired students, the following considerations should

be kept in mind:

1. A comparison group of students who do not receive the treatment
| should be selected before the project is begun. One of the most

common flaws in tutoring research has been the lack of any control
groups. This usually leaves researchers with pre-post gain scores
as their sole criterion to determine effects. These gain scores
are not adequate for drawing any experimental conclusions, unless
s%milar scores were obtained from a group of students who Qid not
receive the tutoring. |

2.  Written tests should be used only when appropriate. Sincg hearing-
impaired students often misinterpret test items, alternate method:
of measuremeﬁt (structured interviews, observation) shouid be
employed. |

3.  Studies should be designed to answer multiple questions. 1f

a program has multiple purposes, measurement techniques should
be developed that will assess each of those purposes. Many

. research studies in the past have failed to find many of the
effects of their programs because they failed to measure anythiq;

but academic growth.
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This paper summarizes the major characteristics of Competency-based
Education, Mastery Learning and Individualization; and explores their

implications for the Foundations Program.

1t 4is worthwhile to put the term "implications" in perspective.

Strictly speaking, the concepts reviewed have no 1nniicationa inherent

in themselves, Implications emerge only from a process of relating a
concept or event to one's own problem structure or situation. Thltrflpt
sets the tone of this paper. -In order to explore implicat;ons, one must
first determ;ne the problem perspective of the Foundations Program and

find out whether the concepts peviewed are related to those problems at

all, and if so, what,kinhs of alternatives they suggust.
Definition of the "Problem"

The effort to design the Foundations Program was' initiated from
three basic problhms. Restated as objectives they are:
To better prepare students to enter a major.
To better prepare them to choose a major.
To facilitate changes in major without extensive cost
in time and credit. ’
The se problems were identified and reviewed in a background paper by

Bis'.op, et 2l., (1979). They represent the basic perspective to which

all "._plications” for the Foundations Program are to be referred.

Rather than take these needs at face value and design & progras
with more work in basic skills( and career decision-making, program

administrators attemptéd to find out if there were more fundazental
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variales at work. They went to administration and facuity and asked
them to give examples of problems associated with the basic three. It
wao an attempt to distinguish symptoms from causes, and define factors
aasoointe& ~with, or causally relath to the lack of student preparation
in prerequisite skills and inability to make a stable choice of majors.
The results uére condensed to sixteen problem areas; some di which were
determined to be beyond the scope of‘ihe Foundations Program; i.e., they
were ﬁatters of overall NTID policy. As a result of this effort, a

series of papers were commissioned, of which this is one.

The Sixteen Subproblems

The 1ist of subproblems identified by -~Z:inistration and faculty
are 2.isted below. An (N) following the statement indicates that it is
not considered a responsibility of the Foundations Program.

1. Students have a limited knowledge base and frequently have
preconceived notions regarding careers and majors.

2. Students have a limited knowledge of self, e.g.
a. strengths/weaknessea.regare%ng career ciusters

b. values systenm
¢c. interests

1
3. Our students use unsophisticated phgceages for decision-making.
4, Our studente lack a.repertoire of cbping skills.

5. Our students possess an inadequate knowledge base regarding
cultures and their development. ‘

6. An NTID student's sense of purpose and identity emanates primarily
from affiliation with a major. '

7. Thewre is no centralized body which reviews and monitors an
individual student's flow as well as aggregate student flow.(N)

8. We lack an institutional definition of aberrant student flow. (N)
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9. We are unable to provide appropriate experiences for students who
fall in the different cells of the matrix:
| Has Necessary | Does Not Have
| Skills for | Necessary
| Ma jor ISkills for Major

Knows what major he/she wants | !
and it is an NTID/RIT major. | !

- e --—--------------------——-----m--p—-—------.---— ------------

Knows what major he/she wants | !
and it is not offered at ' |
NTID/RIT. ' | |

Does not know what major ! |
he/she wants. ! i

10. Students are forced to choose a career direction prior to being
ready and able to do so. ~

11, Students loze an unacéeptable amount of time'and credit in
transferring from major to major. .

12. There is a gap between student's entry abilities and the criteria
for entry into majors. .

13. There is a lack of a systematic process for assessing a learner's
strengths and weaknesses regarding majors and for transmitting
such information to the learner and the appropriate administrative
authority regarding the major.

14, There is insufficient time to develop process skills and content
mastery prior to the student's entry to a major.

15. We lack multiple entry points to NTID and to majors.
16. We lack specified institutional, departmental and major

requirements for institutional curricular offerings and for
certification of students. (N)




Interviews with NTID Staff and Faculty

in addition to the above pefinition of the problem, interviews with
NTID staff and faculty were conducted for approximately two days,
primarily\ in group meetings. The purpose of the interviews was to
compensate for this investigator's lack of experience with the hearing
impaired, and to determine what was known by the staff about "what

worked and what didn't" with hearing impaired students.

The interviews were taped, replayed and analyzed later. As will be
seen, there was some anxiety on the part of the staff toward the
interviews and some misinterpretation regarding their intention. In
order to get a free flow of ideas, it was necessary to assure
participants that the tapes would be for personal use. Th;t assurance
was honored by both the investigator andladministration.

1 .
while discussion during the interviews tended to confirm that the

sixteen problep_areas were widely recognized, another class of problems
emerged. These deal Qith the possible interpretation of such concepts
as CBE and Individualization, and anticipation of problems in their use.
Some of the comments dealt with management style, instructional support,
and personnel; all of which have been major pr sblems in 4implementation
of CBE and the other concepts. Most participants wanted their views
considered, but were hesitant about revealing their 4identity. For
example, several comments were made similar to "I m;y not be here’next

week for saying this, but..." Therefore, without 1identifying

participants, faculty input will be inserted into the analysis where

appropriate.
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CHAPTER THO
SUMMARY. AND GENERAL.ANALYSIS OF CONCEPTS REVIEWED

Before analyzing the implications \for NTID of Competency-based
Education, Mastery Learning and Individualization, it 4is wuseful to
summarize their major characteristics, and place them in a framework for

comparison (Table 1); both to each other, and in reference to 8some

notion of overall system requirements.

Competency-based Education is an {ll-def ~.»: composite of concepts
and practices, many of which are found in Mastery Learning and some
forms of Individualization I. The single characteristic which
distinguishes it from other concepts is the derivation of curriculum
from analysis of competencies needed in social roles. It tends to be

dominated by the prémises of the behavioral objesctives movement .

Mastery Learning is most accurately described as a philosophy that
all or most students can master what 13 taught in schools. It is
formally shaped by the philosophy and research of Bloom (1976) and his
following. As a strategy, the practice of Mastery Learning has so far
been comparable to what has been called Individually Responaive
Instruction (IRI). It uses traditional group methods of instruction,
evaluates results, and resonds to students who failed to meet the
objectives of instruction. However, Mastery Learning must be considered
open-ended in terms of strategy, because its followers are

. research-oriented and constanﬁly adapt new methods and strategies which

will improve instruction and student outcomes. Gradually it should
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merge with a total systems approach.

Individualization has been divided into two major trends.
Individualization I is, in practice, a convergence of the behavioral
programming of instruction and the aystem; approach. Its concepts
subsume CBE and Mastery Learning as elementary applications of the
systems approach, and build toward sophisticated systems which ocan
prescribe instruction for éaoh individual. As it relaxes its behavioral
premises and integrates findings of cognitive psychology .and general
systems theory, it rpay merge with the humanistic concerns of

!

Individualization II.

Individualization II categorizes those philosophies and practices

which emphasize the student as an active participant in learning, growth

and development. Its themes include open schools to create a climate

for participation and self-initiated learning; the skills of becoming a
self-direczted, continuous learner; and an emphasis on the "person."
Concern with the "person" ranées grom including the "affective" domain
in education, to achievement of the integrated personality and human

potential.

Table 1 attempts to aummariie the characteristics of these concepts
by treating them as alternative approacues to designing the "components"

of any educaticnal systen.
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Table 1. Summary of Concepts Reviewed

SYSTEH {. COMPETENCY- | MASTERY | INDIVIDUALI-| INDIVIDUALI- !
COMPONENT | BASED EDUC. | LEARNING | ZATION I | ZATION II |

PHILOSOPHICAL} Social | Nometo | None to | Humanistic |
ORIENTATION | Efficiency | variable | variable | |
PSY"HOLOGICAL! S-R behav- | Modified S-R| Modified S-R| Cognitive, |
BASE | iorism | Behaviorism | Behaviorism | existential,|

! | /ecognitive | /cognitive | integrative |

----f------—-_-------Q----n--------------------\-----------------------

CURRICULUM | Social role | Any ! Any | Student |
SOURCE | analysis | ! | processes |
CURRICULUN | Fixed and | Fixed and ! Well struc- | Structure |

CHARACTERIST.| programmed | programmed | tured w/mod | but chosen |
| | some options| flexibility | by studont "

CURRICULUM !Some modular |More mocdular |Most modular | Varies with |
FORMAT !  units |  units I units | situation |

153

PLANNING ] Prespeciried._Prespecified. Preapecified. Conditional |
BASED ON | Objectives | Objectives | Objectives | Objectives |
SPECIFICITY | Must be | Must be | Must be | Need not be |
REQUIRED | measurable | measurable | neasurable | measurable |
FORMAT | Behavioral | Modified - | Various ! No preserip-! .
REQUIRED ! ! Behavioral | Mod. Behav. { tion
EVP.UATIOH
DOMINANT | Criterion- | Criteilon- | Criterion- | Student's |
ORIENTATION | referenced | referciced | referenced | value systenm!
| | with others | with others | and purpose |
FORMATIVE EV.} Not in min. | Prominent | Prominent | Prominent |’
AND FEEDBACK | configurat'n{ featire | feature | feature !

-a--—----------------------------------------i—-----------------------
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Table 1. Summary of Concepts Reviewed (Continued)

SYSTEM | COMPETENCY- l‘\ MASTERY | INDIVIDUALI-| INDIVIDUALI-|
COMPONENT | BASED EDUC. | LEARNING | ZATION I | ZATION 1I I

PREASSESSMENT| Desirable | Sometimus | Required’andl Emphasis on |

COMPONENT | | Operational | diagnositic | self-assess.|
STUDENT GOAL/| : | | | Required |
COUNSELING | ! ! ! |
ALTERNATIVE | | | Advocated | Required |
CURRICULUM | b | ' |
. ALTERNATIVE | Desirable | Often | Required | Requiﬁedl |
LEARNING S1R. | | Operationel | ! |
INDEPENDENT | Implied { Implied |  Usually |Explicit goal}
STUDEHT WORK | ‘ ! | Necessary | of system |

TEACHER ROLE | Causal Agent| Causal Agent)|Resource mgr.| Counselor/ |

! | /Mapager | /scientist | Resource Mgr!
FORMATIVE i | Required | Required | Required |
EVALUATION | | | 1 |

SYSTEM MGT. -} Not in min. | Required but}| Required w/ | . Not !

CAPABILITY | configurat'n! manual | technology | defined |

\ OPEN ENTRY/ | Desirable | Implied | Implied | Inplied |
~° OPEN EXIT | l | ! l
STUDENT PROG-| Competency | Variable | Variable |Longitudinal/|

GRESS RECORDS! checkoff | | | & diagnostiy!
_____________ e
RESOURCE |} | | | |
HANAGEMENT ] ' ' | ! |

nsszAncu DATA | | I . l |
& SUPPORT | ‘ i | o |

)

~ 4
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Interpretation of the Suamary

Table 1 is partly an attempt to summarize findings; and bartly an
attempt to set the stage for exploring their implications for the

Foundations Program.

As a summary of findings, the blocks of the matrix in Table 1
would, ideally, clearly distinguish concepts. Unfortunately, there was
too much variability and inconsistency Po permit more than general
confidence in the classifications made. The problem was further
complicated by attempting to compress such variation into simple

characterizations which fit the four columns of the matrix.

Does Table 1 set the stage for analyais of implications? Partly
yes, and partly no. In general terms, the Foundations Program faces the

classic problems of recognizing individual ditlerences and devising

strategies to deal with them. From this perspective, the review of
Individualization provides the most desirable stage for decision-making.
The two basic Strategies in individualization are to (1) wuse the
systems approach to develop a more sophisticated tcchnology of schooling
and instruction; and (2) develop the capacity of the student for
self-direction. A combination of . both are probably neceasary.
Therefore, decision-makers should refer to the review on

Individualization for the most appropriate perspesctive.

Table 1 does not present that perspective. Its anticipated value
is articulation of system components. The "Systems Component" column in

Table 1 suggests that in order to solve any educational "problem,® or to
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peaign an educational system, one qust make a series of decisions about
the capabilities and components req&irod. In the review of CBE, wusing
such a list was the only way to make sense out of the diverse approaches
encountered. In a similar way, it may bé the only way to“ accurately
capture the range of problems faced by the Foundgtiona Progran. The
reader interested in working through the complexities involved may use
the review of CBE as a case study. Although tedious, Chapter Two

reflects some 1mp6rtant issues involved.

However, whether or not Table 1 sets the stage for analyzing
implicationa, depends on the reader's conceptualization of the .problems
to be aol;ed. In Chapter III, alternative approaches to analyzing
implications will be discussed. Then, a syst;ms approach will be
assumed in Chapter Four and intebpretations will be made of the major

components in Table 1.
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CHAPTER IHREE

DIRECT AND GENERAL IMPLICATIONS FOR IHE FQUNDATIONS PROGRAM

The analysis of implications requires interpretations, both on the
part of this investigator, and on the part of NTID faculty and staff.
However, two factors make it difficult to approach this analysis.
First, a boundary seems to have been drawn around the problems which the
Foundations Program can address. Problems dealing with student
characteristics and behaviors seem to have  been admitted. Problems

dealing with overail system capability and policy seem to have been

excluded. Yet, the concepts reviewed have general systems implications.

This leads to the second factor influencing the direotion of
analysis. Systems interpretations of the investigator move easily into
the area of "recommendations." These were not sclicited, nor is the
investigator sufficiently familiar with the problems of NTID to  Justify
making thom. The alternatives are to literally interpret the problems
presented in Chapter One; and/or to Qquestion the adequacy of that

\ problem definition from the perspective of general systems design.

4

A middle ground between both extremes will be attebpted. The first
part of this chapter will take an "objective," 11 eral, and perhaps
simple-minded approach. Then, this constraint will be relaxed and
interpretations freely given. To build the bridge, two types of
"implication™ will be defined and used in the analysis of the concepts

reviewed. They will be called "“direct," and "general."
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The tera "direct" implications will refer to a literal compariason
of the 'concepta reviewed to the list of problems identified in Chapter
One. For example, if career decision-making is a problem within the
Foundations Progr;m. then a concept will have direct implications to the
extent that career decision-making, or a similar problenm, is
characteristically dealt with in the literature or implementation of the

concept.

The verm "general® implications moves beyond the literal
intepretation of the problems. Concepts such as CBE and
Individualization 1 do not address the sixteen problems outlined by
NTID, any mcre than they address the learning of history or mathematics.
They are content fre;, and refer to problems of general educational
strategy and System design. in a asense, some version of
Individualization I or II must be adopted because they reflect the range

of alternatives open to aschools. In this ocase, interviows with staff

and faculty suggest a series of concerns relative to the system design

process which deserve recognition.

~

Table 2 appears to be a reasonable approach to analysis of
implications. In practice, filling in the blocks is a futile sxercise.
The reader is iavited to try. The entries made in Table 2 represent a
literal interpretation of the concepts relative to the sixtesn problems.

1f there was no "direct" implication, the term "none® was entered.




Table 2. A Framework for Analyzing Implications

STATEMENT OF PROBLEM | CBE | HAoTERY | IND. I |} IND. II |
| | LEARNING) | |

- e e e e e ek O G SD G ED EP ED R G S5 G D G GD D ED G ED G ) ED G G5 ED GP ED G 0 PR G5 D ED G S5 WD D G G ED ED G G ED G5 G ED G G5 S G G5 G5 G . G G e .

THE THREE BASIC PROBLEMS

1. To better prepare students! None | None | None | None |

to enter a major. | ! ! ! |
-------- ’.r--nn----------------l---'.---‘-------------------—-----------
1I.To better prepare students} None | None | None | General |

to choose a major. | | | |

I11.To facilitate changes in | General | General | General | General |
major without extensive | | | | |
cost in time and credit. l ! | ! !

THE SIXTEEN SUBPROBLEMS

1. Students have a limited | None | General | General | General |
knowledge base... ! | | | |
a. have preconceived | None | Nons | None | General |
notions regarding careers | | | ! |
2. Students have a limited | None | None | None | General |
knowledge of self... | ! ! ! !
3. Students use unsophisti- | None | None | ‘None | General |
cated processes for decision-| | ! ! !
making. | | ! ! |
4. Our students lack a rep- | None | None | None ‘| General |
ertoire of coping skills. | | ! | !
-------------------- -P-u------l‘----------------------I_--------l---m--.u-
5. Our students possess an | None | None | None | None |
inadequate knoledge base re-| ! ! ! !
garding cultures... | | ! | |
6. An NTiD atudent's sense | None ° None None None

ates from affiliation with a |
major. |
7. There is no centralized | General | General | General | General |
body which reviews and moni- | ! ! | |
tors student flow (N). | | | o |

R O P - ) D D D AR D D D D D D D P P P A G D G P D D D U b D ED @ e D D D P D D D D D D P D R AP D G D G S G S e . . - e e o e e © .

]
[}
of purpose and identity eman-| |
!
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Table 2.
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STATEHEHT OF PROBLEM |
|

ﬂ-‘---.-----u-—-—---nq--------hi- ---------

8. We lack an institutional |
definition of abberant stu- |
dent flow (N). |

9. We are unable to provide |
appropriate experiences for |
students uho.... ]

10. Students are forced to
choose a career direction
prior to being ready and able

11. Students lose an unac- |
ceptable amount of time and |
credit in tranaferring from |
pajor to major. |

12. There is a gap between |
student's entry abilities and|
criteria for entry to majors.|

13. There is a lack of sys- |
tematic process for assessing!
a learner's strengths..etc.. |

---—-----------------------------—---n’u

14. There is insufficient |
time to develop process skill]
and content mastery prior eosl

| General | General

15. We lack nultiple entry
points to NTID and majors. |

16. We lack specified 1nst1 |
tutional, departmental and |
ma jor requirementa for..(N) |
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! LEARNING|
None | None |
| |
| !
None | None |
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| |
Nona | None |
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None General

General | General
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None

None

| General

| General
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| A quick review of Table 2 indicates that none of'the concepts have
any direct inplicétions for the Foundations Program. Under CBE, Hnsbefy
Learning an&f Individualization I, the entry "General™ was made when a
systems design concept was involved.f Under Individualization II, the

entry "General" was made when the decision-making capability of the

student was involved.

The lack of the eantry "qirect" dces not 1mply'the absence of the
sixteen problems in other systems. From a conceptual point of -view, all
educational asystems have problems of inadequate atudeat readinosa;
preparation and decision-making capability. Wnat the review ;f ccnoepts

reflects are general sirategies for dealing with such problems.

Individualization 1I, however, deserves special comzment. That
system takes its shape from beliefs that the learnér is, and must be, an
active agent in the learning process if growth is to take place. ﬁlmhus.
the goal of the system is to foster the self-directed, continuous
learner, and this requires dealing with processes of dcciéion.
independent learning, and goal formation. To that exient, the "learning
theories™ of Individualization I1 have implications for such probleas as
career decision-making, and its consequences at NTID for changes in

majors.

On the other hand, the most that this review of Individualizatiion
II can accomplish, is to point to the importance of other studies
coomissioned Sy the Foundations Program. The appropriate group of
studies deal with developmentgl concepts such as values/valuing, problem

Solving/decision-making, 1locus of control, motivation, and models of
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human development.
\

At this point, the reader might conclude that the reviews of CBB,‘
Haséery Learjing and Individualization I have mno serious ieplications
for the AFoundations Program. and may read no further. Insofar as the
listed problems are concerned, such a position might be justified. None
of the ooncépts of fer solutions for preparing students to enter a major;

facilitate career decision-making; or show how to facilitate changes

between majors.

Yet, by addressing the problem of well-designed systems, they offer

approaches for dealing with these and other problems. However, the
question remains tsat of how the problem structure of the Foundations
Program 's to be defined. In the Qontext of the ayatems approach, the
probleﬁs of design and management of the Foundations Program are
influenced by solutions to similar problems in NTID itself. When such
concerns were included in the list of sixteen underlying problems, they

were often excluded as being beyond the aéope of the Foundations

Program. Yet, a systems view suggests that they might be fundamental to

the success of any program designed.

If one is willing to view the administrative and instructional

caupabilities needed in a systems perspective, the concepts reviewed hs;é

many implications.
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General Implications

During interviews with the faculty and staff, this investigator was
1mpreaaedrw1th the degree to which NTID shares problems similar to thpse
in other educational systems. In that context, it is not sufficient to
discuss phe general systems implications of CBE, Masﬁery Learning and
Individualization. One must also deal with the basic approach of
administration and faculty in interpreting and applying them.

The Bandwagon and Panacea Bzghlﬁm‘

,6ne ‘of the first implications of the concepts reviewed is their
baﬁduagon'effect.‘ In‘ the \review of Competency-based education, in
particular, %t was noted tha§ demands for accountability and more
effgctive management have led té;imposipg the soncept by policy mandate
withoup regard to thelnvalidity of its underlying rationale or its'

implications ‘for:staff and necessary support mechanisms.

In intervieys with the staff at NTID, a generally constructive
attitude was taken tpward the intent of the investigation. However,’
while not unanimous, there was sgpgﬁanéial feeling that the intent of
the studies was to find a . "panacea™ for the problems facing the
Foundations Program -and .~NTID33' Once this became explicit, th§
investigator made an effort to'explain the philépophy behind the current
research. That is, administrators were refusing to define what the
Fouﬁdationa Program would be; were not employing the investigator as an
"expert," and were not aeeking his recommendations. Instead, this Qas

an objective search for alteratives, and the purpose of the res;aroh was
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to provide information tools for the use of administration and faculty
in deciding what the Foundations Program should . be, and what

alternatives might be applicable.

It also became explicit, ﬂhat the concern was not merely with a
mental set which led to.a search for panaceas rather than considered
analysis. There was cla@m;d experience with a management B8tyle which
sought such solutions and imposed them by mandate.

You should be aware that administrative mandates are given in
top down fashion.

We have had mandates that you will individualize by....
\

Yes, we have had mandates...am I correct in thinking that you
want our opinion as to what will work best?

Great respect for ____, but 1listen to teachers not
administration. Ask teachers what is essential.

Open ended process...set up objectives...then in a year or two
revise them...courses are evoluticnary...always being revised.
1s philosophy supposed to be that when objectives are atated,
they (are in concrete)?
There is\an underlying expectation on the part of at least some faculty,
and perhaps a significant portion, that management is looking for a

panacea, and once such a course of action is Tound, it will be impésed

upon the staff.

However, a larger group, sometimes including those objectiﬁg to the
"panacea" approach, made an astute obse}vation which is borne out by
this study. ' Concepts that come in packages tend ‘to be rigidly
interpreted, while what is needed is an eclectic apppoach to meet a
variety of needs.

Students come through and are faced with a set of outcomes in
order to get out to there....we are assuming there is going to
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have to be variable time learning and methods... Use a
combination of all or part of these ...doesn't seem to be one
ansver...a combination of these.

Hate to see it all interpreted one way...must be combination
of components...flexibility with alternative capabilities 1is
paramount concept.
1 have been an advocate of Mastery Learning and
Individualization for year:...and still struggling with the
gap between ideals and practice...these movements are poorly
defined...we nead an eclectic approach.
As will be seen in a comparison of the concepts being investigated,
these faculty members captured the essence of the study and of the
systems approach. Any lasting solution involves a systematic approach
\ to analyzing the diverse requirements of NTID, selecting relevant

components, and establishing an integrated system to support them. The

work involved cannot be avoided by seeking to buy a package of solutions

that might work.

Mﬂmmm o S

In a comparison of the concepts in Table 1, one of the striking
features is the pervasiveness of a general sysiems approach and the
inadequacies which emerge in separate ceac<pts which fail to deal with

\ the variables involved. As a general rule, the more a program is
designed in terms of "total™ systen variables, the greater the chance
for success. This tends to be borne out b& the relatively poor success
of CBE in comparison to Mastery Learning.and the systems approach to

Individualization.
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“As a general systems principle, the Foundations Program is only one
subsystem within NTID. Its potential effactiveness depends on the
relationships its design establishes with other subsystems and the
system as a whole. Interviews with faculty and staff at NTID, and a
review of concepts such as Individualization, suggest that some of the
problems held to be beyond the scope of the Foundations Program may be

the most critical to its success.

One begins to apprcach this' hidden agenda, and the 03sible
implications of concepts such as Individualization by asking the
question: "Why do‘ the three fundamental needs have to be addressed at
all?" That is, why is changing of majors and lack of preparation for
majors a "problem" at all? The question is not facetious. It is

pervasive in all the concepts reviewed, and in the 1listing of sixteen

problens developed at NTID.

There are two types of answers to the question posed. ‘One type
refers to a  wide raﬁge of differences in students, i.e., lack of
rea&iness or preparation, poor decision making skills, etc. The second
type of answer refers to the inability of schoéls to deal with phem.
The "needs" which the Foﬁ;dations Program is to address, are only partly
derived fsom the needs of students. They are also "problems®™ because
they repre::znt obstructions in the flow of students through NTID to the
Job market. The cfiterion by which a solution will ultimstely be Judged
adequate is that iﬁposed by federal mandate: to train students for Jobs
within some "reasonable" pericd of time. Such a astatement is not meant

to denigrate such a criterion, for it 1is laudable, provided that 1t
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realistically recognizes other problems involved.

With the possible exception of CBE, the literature pertaining to
all of the concepts reviewed is consistently critical of the
programmatic nature of school structures and their sequencing in fixed
time ‘blocks. This means that school functiona and student progress will.
be measured and controlled by fixed entry and exit points established by
the course schedule. This is significant for understanding the nature
of the Foundation Program's mission. Essentially, the role of
Foundations 1is to take entering students with a wide range of
differences, and achieve a more standardized input into major programs

which are to remain relatively fixed in time schedule.

A comparison to the industrial model is not irrelevant because it
highlights some of the problems raised by faculty during interviews with
this investigator. There is little question that schools are generally
designed around assumptions underlying the 1nd5;trial nodel (Kiiebard.

"1975; Callahah. 1962). The success of the industrial production model
depends 06 task and process analysis and rigid scheduling and
.coo;dination of flow. It also depends on rigid quality control of both

inputs and cutputs.

1f a production manager was faced with the variable “}aw material®
inputs facing schools, production would halt. Sbhool‘idministratora.
however, have a valuable asset which industrial managers don't have;
flexible production processes cglled teachers. Conséquently. the
administrator can place responsibility on the teacher to deal wita all

variable inputs and turn out employable graduates. However, there are
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iimits to this process, and they must be recognized if alternative

solutiong ara to be realistically appraised.

=

Thu; the problem definition returns to the basic matter of building
flexible systems of instruction appropriate to the range of differences
which exist in students. Resistance to that problem is encountered from
constraint, of cost, time, tradition, and legislation.l It should be
noted, however, that in industrial and military training practice, it
has been found profitable to change from time-structured courses to
flexible open-exit and open-entry patterns. The additional time taken
to train Some students tends to be offset by the lesser time needed by
other studeniz. To argue solely about the cost of conversion, assumes

that the existing system is already cost effective.

Relationship of Foundations to NTID

" The above analysis suggests that the "problems” which Foundations
is charged . Solve must be placed in ar overall systems perspactive. .
If the problem is defined as thé(development of a six-month, cone-year,
or two-&ear program of study to be called a Foundations Program; then it
is unlikely that the central issues.will be solved. Staff and faculty
. re aware that if the Founi.ations program goes to flexible schedyling'or
self-paced 4instruction, then comparable changes throughout NTiD u;e
probably necessary. On the other hand, it was made olear to this
investigator thay the anticipated missior of the Foundations Program has

already been circumscribed: to wit, nye cannot take responsibility for

the student clear to the end...we can only get him ready for the major."
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Hﬁat makes this limitation interesting is that there 1is 1little
confidence on the part of adminatration or faculty that Foundations can

really achievé the task assigned. The hope is that “perhaps Foundations

can scratch the surface® or "get the student started in decision-making"

or accomplish some other limited objective. There 1is @majority
recognition that learning problems addressed by the Foundations Progranm
will exist either "clear to the end" or well after the student's entry

into the major.

One faﬁulty member _stated that he didn't 1like the notion of
"Foundations Program," bint preferred the nction of "Foundations
Concept.® That is comparable to this investigator's view of the problem.
It recogﬁizes the developmental and long range nature of the student
learning tasks, and it recognizes the need for a total system design to

grapple with it.

Teachers in the majors are already dealing with most of the
learning problems addreassed by the Foundations study. Many expect to
continue dealing with them after the Foundations Prograﬁ is established
Queried about their ocontinued role, one stated "we are ready to take

responsibility for this, but we need help."”

The nature of the problem suggests that resolution will not come
from a policy decision that says this is or is not the responsibility of
the Foundations Progranm. The reality of student development will
confront teachers in the majors regardless of policyr But experience
suggests that the capacity needed to solve the resulting problems can

only come {rom an encompassing "systems" policy.
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‘ CHAPTER FOUR
IMPLICATIONS OF SPECIFIC COMPONENTS

As indicated in‘ Chapter III, the concepts of Competency-based
Education, Hastery Learning, and Individualization have no direct
implications r§r the Foundations Program, as that term was previously
defined. The line of reasoning fcllowed was that a difference existed
betweem. student learning processes and the capacity of the system to
deal with them. It was assumed that if a system was designed to be
flexible and had capacities for diagnosis, formative evaluation,
alternative learning opportunities, etc., it would be in a position to

respond to student differences, regardless of their nature.

That 1line of reasoning still dominates this chapter, but a
modification becomes necessary. Without assuming a cause and effect
relationship, it is evident that certain system components and/or
teaching styles are not suited to all specific educational goals.
Teacher-directed strategies may foster student dependency. Converasely,
students -may not be ready for independent learning strategies. These
points were raised during discussions with faculty and will be

considered in the following analysis.

On the other hand, except for Individualization I1, the concepts
reviewed do not deal with student learning processes. They deal with
the systems approach to design. They are therefore applicable only if
administration redefines its problem structure in terma of both student

processes and system capabilities needed to respond to them. In this
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chapter, it is assumed that administration and faculty will take such an
approach to &esigning the Foundations Program and deal with each of the
major components 1listed in Table 1. Then the alternative answers
suggested by CBE, Mastery Learning ;nd Individualization have

implications for the decision-making which follows.

Implications of the Philosophical Base

The comparison of concepts reveals three basic philosophical
positions: (1) the social efficiency position of CBE; (2) the
school/learning models of Mastery Learning and Individualization I; and

(3) the "humanist" position of Individualization II.

From interviews with faculty and from the description of approaches
taken in the various programs, it may be concluded that all three
philosophical positions exist at NTID. However, there seems to be some

\

conflict in ffnding a balance between then.

Political pressure for competency-based designs has already reached

NTID. There have already been administrative mandates to structure

curriculum by objectives. One faculty member reveals that medi>al

‘programs certified by the American Medical Association must be -

comp :tency-based and acceptable to AMA reviewers. The mission of the
schoo is predominately fixed by federal 1legislation, and the
orientation 1s vocational and toward CBE. Despite considerable
latitude, the =s2chool's wultimate criterion of succeas is the

employability of its graduates.
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A Parable

The difference between CBE and Individualization I1 sets the
parameters of the problem. Glaser (1977) ecites a parable told by
Benjamin (1949) that describes the implications Quite well.

In a tale given to American educators by George H. Reavis,
the wild ocreatures once had a school in the woods. All the
animals had to take all the subjects. Swimming, running,
jumping, olimbing, and flying made up the required curriculunm.

This was a school of no nonsense. It was & good, liberal
educational institution. It gave broad general training - and
instruction - and education too.

Some animals, of course, were better students than others.
The aquirrel, for example, got straight A's froa the first in
running, Jumping and olimbing. He got a good passing grade,
moreover, in swimming. It looked &s though he would muke Phi
Beta Kappa in his junmior year, but he had trouble with flying.
Not tha:t he was unable to fly. He could fly. He, oclimbed to
the top of tree after tree and sajled through the air to
neighboring trees with ease. As he modestly observed, he was
a flying squirrel by race. The teacher of flying pointed out,
however, that ths squirrel was always losing altitude in his
gliding and insisted that he should take off in the approved
fashion from the ground. Indeed, the teacher decided that the
taking-off-from-the-ground unit had to be mastered first, as
was logical, and so he drilled the squirrel day.after duy on
the take-off. ' ’

The flying teacher's practice in this case was in strict
accord with the educational philosophy of the school. The
teachers recogrized that students would necessarily display
great variations in their abilities. In the Woods Normal
School, as a matter of fact, the teachers had learned a great
deal about individual differences and the consequent
tremendous ranges in human capacities. They set themselves
doggedly, therefore, to the task of reducing these differences
as best they might, that sane likenesses, safe unities, and
noble conformities might prevail in the wowds.-

The squirrel tried hard. He tried 3o hard he got aevere
Charley horses in both hind legs, »nd thus crippled, he became
incapable even of running, Jjumping or oclimbing. He left
school a failure, and died soon thereafter of atarvation,
being unable to gather and store nuts. He was cheerful to the
& last and was much beloved by his teachers and fellow pupils.
He had the highest regard for his alma mater, regrstting only
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the peculiar incapacity which had kept him from passing the
course in flying....

0ld Man Coyote, who had been studying the development of
education in the woods, shrewdly observed, "All these
pedogogical characters are going at this business wrong and
to. They look at what animals and birds-a lot of animals and
birds - do and need to do. Then they put those needs and
those doings into formal schoolings and try to make the little
pups and ocubs and fledglings fit the schoolings. It's
haywire, wacky, and will never really work right."

Tom Gunn's Mule ... demanded harshly, "If you're 30 smart,
how would you do it?"

"why, I would turn the whole thing around...These 8school
people start with things that birds and animals do - or even
more often what they did some time ago....Then the teachers
hammer these doings - or as much as they can handle and as
they think high-toned enough - into schoolings, courses,
curriculums, and subjects. Thein they hammer the pups into the
schoolings. Its a rough and dopey process...they make a lot
of cubs and pups and fledglings mean and rough and dopey when
they could and should make them good and slick and smart."

"Sure, sure,” snoried Tom Gunn's Mule, "but you stili. haven't
told me how you wouild do it."

"Turn it around,” said Old Man Coyote. "Start with the pups.
See what the pups do. Then ree what the school can do for the
pups. Then see what the pups and the school together can do
for all the creatures in the woods. Simple - forwards instead
of buckwards- right end to instead of wrong end to.

"Hey!" shouted Tom Gunn's Mule. "Waitl These teachers ...
have to run those schools. They are practical people. Just
how, specifically and precisely, would you tell them to change
their schools =0 as to get their education right end to, as
you call it?"

0.1 Man Coyote patted & yawn with the back of his forepaw. "Il
la - down general principles...These school teachers have got
to figure our some of the minor details themselves.” (pp.1-8)

The 4inadequacies of the philosophy of vocational education, its

social efficiency philosophy and CBE have been well documented; perhaps

most of all in the list of problems facing the Foundations Prograz. An

entire group of problems dealing with career decision-making, academic
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preparation, coping skills and personality development speaks to
{individual differences and the active, participative role that a peraon
sust play 4in the world of work and preparation for it. Growth and
development oould merge with CBE, not as @& matter of conflict

resolution, but by recognition that growth in many areas beyond

occupational skills is required to cope with the world of work. Sugt

recognition is widespread among teachers at NTID, but willingness to
deal with consequent systenm design changes is not explicit in the way

the "problem" of the Foundations Program has been structured.

In this sense, the philosophical debate going on at the national.

level between proponents of CBE and Individualization 11 might provide
guidance for a similar debate which should go on within NTID. The
relation between the Foundations Program and the vocational majors is
similar to that between Career Education and Vocational Education. In
both cases, the structure of vocational pPOgraﬁs assumes too much about
the readiness and malleability of its entrants; and perhaps too much
about what is required in the world of work. Vgcational educators
across the nation, if asked to compile a list of problems they face in
preparing students for work, would respond with a list very comparable

to the sixteen presznted by the Foundatidns Program.

The national solution has been to charge academic schools with a
K-12 program to develop vocational maturity and career readiness. It
would appear that NTID is charging the Foundations Program with a
similar task within a much narrower time 1limit. In ocontrast to the

rigid structure of most public schools, NTID has an enormous, but not
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unlimited, capability for seeking innovative solutions. ~

Several faculty members eapressed concern for bringing the

-7\

strategies of career education into the progranm, and some of the

problems involved.
Deaf students often have no conception of work itself.
Many do not know what work their parents do.

One of the biggest problems we have with students 1s trying to
educate them to the relationship between what they are being
asked to learn in a program and how that relates to their
benefit now or later...for example, math.

We can talk until we are blue in the face as to why they need
it... it doesn't do any good.

They can't see why they are being asked to do all these
things, because they can't see how they come together later on
and get applied to a real Job. ' :

Such problems raise a dilemma at NTID. Some alternative strategies
for dealing with them are:
Screen students more carefully so that oniy thosa "ready"
ror the program are admitted. '
Allow students to take whatever time is nocessary to develop

basic skills, vocational maturity, human relations sgillg,

etc.
If students are not progressing satisfactorily, eliminate them

from the program.

None of these strategies seem to be viable or acceptable within the

current policy framework .nd school structure.

Conversations with the staff indicate that students frequently view
NTID as a growth experience within itself. Conversely, it is heid that
NTID cannot be a.liberal arts college. It is not suggested that @
"philosophical® shift from vocational preparation to Individunlization

11 provides an answer. But it is suggested that the proﬁlem has not
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been adequately defined when individual differences in growth are viewed
as factors which must be minimized in qrdef to fit the structure of a
school. To improve the effectiveness of the vocational preparaticn
program, one must grapple with the processes of vocational development
and - maturity. A first step, if not a solution, might be to integrate a
philosophy of vocational preparation with a philcsophy of humanism which
sees the individual as a decision-maker. This integration seems to have
already occufred in the -thinking of many teachers. It does not seem to
have occurred in the design of the school.

Implications of Evaluation and Measurement Philosophies

There are several implications for NTID in the review of evaluation
and measurement components. In CBE and Mastery Learning, the shift fron
normative to criterion-referenced evaluation philosophies stands out as
a characteristic feature of those packages. In CBE, the concept 1is
narrowed to a behavioristic interpretation. Measurable student outcomes
are taken to be the ultimate criterion upon which the entire system ocun
be evaluated. In  Mastery Learning, the implica : '3 of
criterion-referenced = measures are not narrowed to a Dbeiisiiorist

interpretation, and are even supplemented by techniques of formative

evaluation.

In the systems approach, or Individualization I, there \{s
recognition of the need for ‘an eclectic evaluation system which
addresses the system as a whole. While development of such
comprehensive tachniques is not complete, and description becomes quite

complex, the concept 13 to develop a variety of evaluation techniques

17y




177

needed to support decision-making in different situations.

2
In Individualization II, all of the techniques of other packages

may be adopted 'subject to the requirements of an added dimenaibn, i.e.,

consideration of the student's own standards and processes of

evaluation. S

Behind all of <:;; evaluation schemes are unresolved strugglas
between tgf concepts of "objectives," "evaluation," and "meaﬁurement.'
Although not well documented, it would appear that the philosophy of
measurement operates as a value system which influences the
interpretations of "objectives"™ and "evaluation." Perhaps derived from

early theorieé of science, the field of measurement focuses on the

reliability and validity of measurement instruments and implies such

dictums as: "objectives are not objecﬁ}ves unless they are measurable,"
i

and "evaluation is not evaluation unless it meets the criteria

established for measurement."

Does this have implications for NTID? Yes, to the extent that it
considers alternative strategies for developing evaluation systems that

meet its needs. The experience of CBE suggests that & mﬁndate to

translate local reality into obseryible snd measurable terms 1is 1likely
to be unsuccessful and disruptive. It is also likeiy to distract
attention away from considering the aspects of the system which need

evaluation (Combs, 1972).
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The concepts "observable" and "measurable” -also distract attentigp
away from the primary resource that the systen has'fér evaluation ind
control, i.e., the intelligence and Judgment of dits human
decision-makers. Eisner (1967, 1979), impressed by Dewey's analysis of
judgment, has gone deeply into the role of human Judgment in educational
evaluation. Regardless of the relative merits of measurement theory as
opposed to "judgment™ theory, the possibility of developing an effective
evaluation system depends at this time on using the human resources
available. As revealed in the ;tudy of CBE, acceptance of the oriteria
of Yobservable™ and "megsurable," tends to create dependence of the
system on thc technology of measurement. It is not yet capable of
delivering; and there is serious question about its cost eéfectiveness

and educational implications.

The role of the individual student in defining the standards and
methods of evaluation is difficult to capture; and iﬁl is beyond the
capability of this investigator to explore its implications for NTID.
Yet, during interviews with faculty, several comments were made by
faculty members who were themselves hearing impaired. They ﬁerit
cons‘deration in the design of evaluation systems. |

Being so dimpatient with other people...someone with heari g
said that...so that must be the way it is....I don't think e
are more impatient, but I have to put it in a way that the-
(hearing impaired students) see themselves as equal - not th
same - but &s equal to others. So I think students Jjudge
themselves by hearing students...or by what they think hearing
students are doing. They compare themselves all the time.
And they always stiy under them.

I don't feel I1'm behind because I don't have soms of the same

skills that hearing people have. I simply don't have the same
(?) they have. Therefore, I don't have the same skills. But
I'm not retarded. But & lot of times you'll get that
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imprgssion... they're retarded, they'ro socially deprived, but
that's not ‘true. Those are hearing standards...By ceaf
standards (tapes not clear).

(This investigator interpreted comments received from an
earlier group about communications behavior of deaf students
in the Summer Vestibule program.) You made a statement about
communication that' I would disagree with. We doc want to
communicate, but we can't communicate on their 1l-vel or
atandards on that day...There's a lot of statements made and
I'm beginning to resent them....that...... Those are hearing
standards and they already reject those that don't make it vy
those standards. So the poor kids are programmed to achieve
by hearing standards ‘

The shift from CBE predefinition of objectives and criterion-refeyenced
measures to the student's objectives and standards in Individualization
11 obviously affects the design of the entire system. Déspitq the
federél oriterion of employability of graduates and its implications for
CBE~like présﬁecification, teachers and students are likely to struggle

with different measures of success.

Or the side of the teachers, there are many who start with the
student and develop criteria frém face-to-face interaction. That
position must shift constantly as employability goals are recalléa.
From the position of the stud nt, it is obviously even mors complex.
There is ample reason to question whether the criteria of employability
is shared by studenis, and for some, even understood. NTID is an
experience, and presumably viewed as a growth ¢ <perience, that iay be
pursued for 'its own s=ake. The. student, a\ least, is starting with
his/her self assessment and personal aspirations no matter how vaguely
defined. NTID, 1nténtionaliy or not, presenis its own set of standards
to which one must be comparad: standards of ocommunication;

socialization; and Jjob competence. Like the squirrel, the decision to
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reject some of them ma; be more important for survival than the decision

to "Jjudge oneself by hearing standards."

A Curriculum Development and St~ cturing

While not always explicit, the concepts reviewed have one common
themz in regard to curriculum. That is the effort to "define,"
®*articulate,® and clarify ;n ever increasing detail the "curricul .."
One might regard this as an effort to develop a science of education.
The effort is hampered by the lack of a theory of curriculus, and

competing views regarding its appropriate sources and structuring.

‘or the concepts reviewed, CBE and Individualization II offer the
major conflict involved. CBE uses social role analysis as the source of
ourriculum and behaviorgl analysis as its prescription for struoturing
it. Individualizatinn II wuses the "needs and interests" or othor
dimension of the learner as the source ol curriculum and searches fo}
frameworks to»describe how what follows may be structured. Models fp;
integrating these divergent views are the major problen. Patterns of
growth and development, and of decision-making appear to offer some|
viable frameworks (Nelson, 1979; Willett, Swanson and Nélson 1976).
Practice of Individualization II ranges f{rom o©pen rereissive
environments such as Summerhill (Neill, 195k) to unc¢ asfortable

compromises with alternative curriculum designs.

,
¥

The systems approach does not directly address the issues of
curriculum theory. 1t does present a procass framework of curriculum

developuent which should apply regardless of the theory adopted. That
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is, {t addresses the problems of system flexibility, cuvrriculum
management, and building the instructional resources neaded to achieve

goals, however they may be defined.

One area with critical implications for any improvement of
instruction is the noticen of pxggnﬁmming. As noted in the review of
Mastery Learning, one of the fundamental premises of programmed
instruction was that any complex buohavior could be broken down into
subordinate wunits. When interpreted as a fundamental principle of
psychology, the hypothesis is questionable. However, when interpreted

as a technique of instructional planning, the concept becomes useful.

All concepts share the premise that instruction will improve to the
degree that educators know what they are doing. Each requires, in
theory, that the entire curriculum be analyzed and structured - in terms
of some framework. Differences occur, not in the fandamental premise,
but in the models upon which curr;culum is atructured. Into these
'erforts creep such frameworks as Bioom'a taxonomy, Gagne's events of
learning, and a var;ety ol other models whigh increasingly seek to

capture the behavior of the learner.

Two presumed advantages follow from such curriculum analysis.

7irst, 4instruction improves to the degree that one can define and hence
understand what is being done. Second, when the satructure and
relationships between units are clear, greater flexibili;y in packaging
and sequencing is possible. Such articulation does not require
acceptance of the theory that all complex behavior is composed of

elementary units; nor the theory that learning is most effective when
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achieved through a series of discrete steps.

1t is presumed that if ourriculum structure can match relevant
processes of learning, it will be more effective. But whether this
ideal is achieved or noti?ié has the advantage of defining ssts of
response capabilities for the system which can be cglled upon when
needed. It enhances teacring effectiveness and system flexibility. Any
attemp®, fo build an educational system which is flexible and responsive
to individual differences, must'have an instructional support system
whose complexity is geometrically proportional to the numbar of student
variables to be considered. It must include alternative curriculum

designs, and within those, alternative learning strategies.

Modularization of Curriculum and Materials

The term modularization refers to tﬁe packaging of cufriculum and
instructional materials into smaller units which ocan then be more
flexibly sequenced and wused in a variety of learning situations. The
term "module” is most often used in reference to a nlearning package"
designed for independent study by a student. It is useful to recognize

that it can also refer to a teacher's lesson plan or set of interrelated

lesson plans. It then takes on the connotation of instructional uhita“

In addition to supporting a variety of .instructional strategies,
modularizgtion also facilitates the process of curriculum revision. It
i{s easier to reurite a modular package than the curriculum guide for an
entire course, There is an increasing tendency to write modules in a

format that can serve as & resource for either & teacher-directed

1
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activity, and/or independent study by an individual or a small group.

Teachers and Curriculum Development

Adoption of any of the concepts reviewed implies an extensive
curriculum development effort. The burden of ocurriculum development
| typically falls on teachers, for a variety of reasons:

Curriculum guides are often written in sketchy form and do not
adequately support instruction. While a distinction is made
between the curriculum guide and teacher lesaon plans, ¢ae
result is that the teacher must finish development of the plan

which guides and/or documents instructiou.

It is claimed that teachers must be involved in development if
curriculum products are to be used instead of sitting on &
shelf. : :

Funds are not available to support a specialized ocurriculusm
development staff.

These factors hold trﬁe in any educational system. However, adoption of
CBE or any of the other concepts, implies much more curricular detail
than that found in traditional systems. At N1ID, discussions indicate
that most, if not all, curriculum development work would be added to ﬁhe
teacher's existing workload. NTID faculty expressed:

Concern about developing instructional materials..takes 30-50
hours to develop one hour of 1nstruction..Vﬂ nexd a common
sethod for developing them.

11 materials will ©be teucher developed ... Some
. nstructional development people available, but this

department never was assigned one ... usually not qualiried
in your area.

We must emphasize curriculum development and curriculum
management capability ... sharliy of materials.

- Estimates of workioad were not used to advocate rejection of CBE.

improvement and articulation of curriculum was taken to be a necessary
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task whether concepts such as CBE were adopted or not.

The faculty estimate of time required to develop instructional
material under a systems concept is reasonably accurate. Glaser {1977)
estimates that it takes five years to develop a three year reading
programn that meets reasonable design oriteria. Although not explicit,
that estimate applied to the work of a development team rather than an

individual.

The issue does not seem to be whether additional curriculum
development work is necessary. The question seems to be whether a
centralized ocurriculum development and management effort can save 50 or
more hours per year for each of a hundred teachers who must compensate
for inadequate curriculum and instructional products. This seems to be
central in the concepts reviewed, and may apply to NTID's situation as

well,

If one evaluates the four concepts in Table 1 aoross tne
instructional strategiea component, there are ‘a ranée of oconflicting
viewpoints. Proponeats of CBE, for example, often claim that CBE is
indepznu it of instructional strategies. That fs. it can be implemented
vaing any strategy or combination of strategf@a. Mastery Learning has
slso been designed around a large-group iémtruction theme and an
independent study theme. I Individualization I, the central principle
is that individual differences exist in learning Styles and alternative

strategies should be developed tc accommodate them. In Individualizaton
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11, the explicit goal is development of the independent, continuing
learner. While differences in learning styles are recognized, th= long
range goal implies progression of strategies until the student can

function independently.

As indicated at the beginning of this chapter, modifications pust
be made in the conceptualization of system capabilities on the ons hand,
and learning processes on the other. The problem arises when
consideration of the learner's interaction with the system becomes
unavoidable. This interaction exists even between the student and the
overall system philosophy. In the case of instructional strategies, it
becomeé obvious. For example, the tendency of teacher-centered
instruction to create dependency in the 1learner has already been

mentioned; as well as the inability of many students to function

independently.

During interviews with NTID faculty, several comments were made
which suggest what the perceived implications of conceyts such as CBE
might be:

CBE..its writing objectives, making sure students know what
the nbjectives are, its Mager's approach more or less, its
more 1like programmed instructional packageas..I have a little
exper ence with that...what I found 1is that deaf people,
becaut 3 of thier handicap, are very much isolated in life.
Tney Leed other students. They don't like working alone in
isolation...that's @& generalization.. but I think its
true..they don't like working alone.

We have already here at NTID a math learning centour, and that
i{s individualized. Many students ~omplain about it. They
seen to enioy which is very very important..working in groups
best. They've been alone all their 1ivns because of the
communications - barrier. So, that plus the fact that moat of
the programmed materials I've ever seen are not written i1 the
way deaf students ocan learn from, so my initial reaction to
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programmed instruction, Competency-based educatinn is not so
good for our students.

My students 1like structure. I clearly -establish the
objectives for my course and let the students know what they
need to get A's... 1 find that they really enjoy that
structure.

There is the independent learner...you're a facilitator. Sone
need more structure. Many come from residential schools...no
freedom at all ... those you have to competely structure..
Those are the students you take in the first ycar and te:.l

them this is what you have to do and this is what will happen
if you don't...

Astounded when they come here and find they are not going to
pass the course.

Found that some students don't need as much guidance as
others... if you take time to explain to others who.rely on
structure they are bored...get frustrated..
One way of Ain‘erpreting the problem is to ask "If one adopts CBE or
Individualization, does this mean that the dominant learning strategy
will be ‘independent study which isolates the student?" One way of
answering that question is to point out the number of cases in which CBE
or Mastery Learning have been implemented without independent study, or

with a minimum amount of it. However, this does not address the real

issue.

A second way of answering the question is to point out the
difference betwean Individualization and independent  study.
Individualization refers to the ability of the system to reoosnizé
individual differences and needs, and develop appropriate strateglies.
There is a tendency to equate Individualization with independent study.
While the‘ two are not the same, it is true that independent study
becomes an increasingly necessary ingredient in Individualization as one

recognizes more individual differences and the teacher is burdened with
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alternativé strategies for dealing with them.

However, independent study is a muiti-dimensional concept. First,
{t may be an explicit goal of the system, i.e., develop the continuous,
independent, learner. Second, it may be a default technique because onde
individualization occurs, the teacher 1is faced with an unmanageable
range of alternatives and must rely on student independence in order for

learning to proceed. If curriculum remains fixed, merely the provision

for self-pacing implies heavy reliance on independent study and
modularized units. Third, lndepéndent study may be viewed as an
alternative means of obtaining information; an alterpative to teacher
transmission of information. In this latter interpretation, whenever &
student is asked to read a book, independent study occurs. However,
independent study is not confined to reading modules or  books.
"Modules" may take the form of study guides and assignment sheeis for -
using alternative media, conducting a project, taking & field ¢trip, or

working in a small group.

while such a comparison suggests that NTID faculty might
misinterpret the concepts, the& correctly see ‘that 4insofar  as
independent study of written m: cerial is concerned, reading ability and
the reading level of material b:comes one of the deciding'factora..

Another thing you have to Ve concerned with...is the whole
role of reading material and college level teaching of deaf
students. 1 ... become fruatrated at timea because 1 feel it
necessary to rewrite most of the things 1 want my students to
read. That means that sometimes 1 feel 1 should just write my
own book... At the same time, I want to encourage the
improvement of reading skills, and ths only way you do that is
to read. So I try to pick reading paterials that will bridge
the lecture material to the formal course * yoks. I work hard
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on that because I'm trying to make it possible for the student
to read the text without total frustration. At the same time,
1 feel that its necessary to provide them with written
materials that gets some of the concepts across without having
to struggle all the time with reading.

Regarding programmed material...We would have to write all the
materials ourselves...l've used materials from Weatinghouse
Learning Corporation..they're really fine..the students didn't
understand them at all...l had to rewrite them.... ‘

CBE was implemented at the Model Secondary School for the Deaf
in Washington, D.C...all they do is write modules...they were
doing it in 1972 and they are still doing it.

From the comments above, it might be argued that the need to write
materials exist whether one is using college textbooks in a
teacher-directed classroom or modules in an independent study mode. Yet
the comments draw attentidn to the fact that CBE or any instructional
strategy calling for flexible responses will depend heavily on

independent work by the student and a heavy investment in instructional

material development.

It becoﬁes clear from the above discussion, that the implications
of the concepts reviewed are not defined in terms of which instructional
st.rategy becomes dominant. The teachers themselves concluded that a
variety of goals and strategies must be satisfied simultaneously. The
student must learn to work independently, but also mus£ learn to work in
groups. Reading materials are inadequate! but the student must learn to
read. Like curriculum approaches, a varjety of instructional strategies
arc probably required in any effective educational system. The issue i.

whether the teacher and the system as & whole can support such variety.
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Syatem Management and Personalized Instruction

(2]

The Jast section in Table 1 is the ®System Manpgement/Support
Capability."™ While all concepts reviewed demand dncreasing improvement
in instructional and learning systems, not all have paid corresponding
attention to building the capacity to achieve the ideal. Systems are
enjoined to adopt open entry-open exit, flexiSle time, diagnosis and
brbscription, alternative curriculum, and Aalternative ' learning
strategies. Each element on the list raisesfnew issues and complexities
for the teacher and the school. In particular they pcint to the need
for what might be called instructional managemeat systems; and changed

A

roles for teachers and administrators. ,

while an instructinnal management support system is a foundation
for the school's overall management system; its primary purpose is to
support the teacher in the improvement of instruction. Each of its
components or functions have a direct relation to the tasks teachéra
must perform in the progressive 1nd1viduﬁlization of instruction, ﬁ%d/or

to activities needed to help the teacher and the system evaluate

effectivenesas and develop better technic ies.

As indicated 1n\Tab1e 1, the typical components of an instructional
management 3system ikclude (1\ student progress accounting; (2) a
curriculum/resource manégement system; (3) an evaluation system; and (¥4)
a research and izprovement systim, A conceptual description of an

instructional wuanagement system to  suppori individualization {is
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contained in Willett, Swanson and Nelson (1979). Descriptions of
developed management systems have been referenced in the reviews on CBE

and Individualization.

The simplest example of how these functions relate to teacher tasks
is given in the minimum standards for implementing CBE. There it was
noted that the teacher must now track and control student pbogress by
mastery of competencies. If implemented as intended, the teacher might
have thirty students prog.essing over a list of a hundred competencies
during the course of a semester or school year. In that case, the
nStudent Progress and Accounting System" of tne instructional management
system provides the clerical support needed for accomplishing the task.
In CBE.‘the problem is simply solved by a job training chart; but the
workload is nonetheless significant. In Indiviqualization I or 11, the
variables measured become much more complex, and the workload increases

proportionately. ,

When the minimum characteristics of CBE were reviewed relative to
the problem posed by the systems approach, they were deemed inadequate.
When they are viewed in terms of the barriers to be overcome, they might
be commended as a common-sense, go-slow approacii. However, even the
minimum standards have not been successfully implemented without some
change in traditional systems and an increased emphasis on instruoctional

management systems.

One of the first questions regarding instructional management

systems concerns the use of technology. Is it possible that the

administration and teachers can capture the complexity of the achool or
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classroom once the many advocated variables of instruction 'are
addressed? It has been argued that adequate wanual systems for
{nstructional managemeni can be devised. Indeed, minimum implementation
of CBE already uses them, and innovative devices are growing. Yet, the
adequacy of manual systems is relative to the number of variables
addressed. I1f the system were to plan for all of the variables regarded
as important in the literature, manual systems would rapidly ueet their
limits. Beyond this, is the question of efficiency. Does it make sense
to burden classroom teachers with the clerical workload that

individualization implies?

The second group of questions regarding instructional manag-sent
are more important. They 4involve the changing role implied for

administrators and teachers.

The Teacher and the Personal Element

The literature of CBE, Mastery Learning and Individualization
increasingly refers to the role of the teacher as an instructional
manager. But the role of "manager®™ need not e mentioned in order to
create .doubts in the mind of teachers regarding their role. i3 the use
of independent learning techniques has increased, the traditional role
of the teacher as transmitter of information a.d controller of group
activity, has decreased. Similarly, the traditional role has been
attccked as creating studeat dependence on the teacher and failing to

address the goal of a self-directed, continuous learner.
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These trends have raised concerns which were expressed duéing

&,

interviews with NTID faculty:
Faculty is grappling with the'problem of whether the teacher
needs to be there in order for the student to learn...Will
this student learn if I'm not there?

How do we keep the personal element in self-paced instruction
and i.dependent media? ... Somehow we need to maintain the
personal element.

To address these coacerns, one should define what is meant by the
"personal element." There are at least three ways of interpreting 1t.
One is in terms of whether the student is receiving more peraonal
attention. A second is whether the student is more personally Jinvolved
in the learning process. A third deals with the teccher's perception of

his/her cwn sense of being perso ally involved.

Corresponding to these three interpretations, one might analyze
whether the student is receiving more individual attention when the
teacher is functioning in the traditional role or in the role of
manager/counselor. In the second, one might analyze the degree to whanh
the stu¢ent has an opportunity to actively participaie in, or direct his
own learning experiences. Personal involvement or engagement is the
criterion rather than the degree of response by others. In the third
interpretation, one analyzes the factors which 1lead the teacher to
believe that he/she is personally effective and contributing in a

"humanistic® wmode.

An analysis of a lecture to a large group illustrates the problea.
in a lecture, the teacher functions ‘primarily as & transaitter of

information. Sometimes questions are entertained in a lecture, and the
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situation may be transformed into a large group discussion. No
statistics are available which document the frequency " of -is
transformation. Nonetheless, an outside observer might record the number
of 1listeners who are not listening; the rumber who conclude that no new
information is being presented; apd the number who shift uncomfortably
from the need to sit long periods and maintain a semblance of courtesy.

| He might conclude that the lecture is an impersonal, dehumanizing

experience.

On the other hand, the teacher might see it differently. He/she is

actively and personally involved. A lecture is personalized because a

person is transmitting the information. To deprive the teacher of a
personal role in the process may lead to the conclusion that the result

is a loss of the personal element.

1f a personal senae of involvement and achiievement !s the criterion
by which the "personal" element is measured, then it would appear that
the teacher's and student's perception of the matter might be inversely
proportional. That is, instructional strategies are usually described
as teacher-centered, in which the teacher is actively engaged; or as
student-centered, in which the student is actively engaged. They
usually occur in inve se proportions. The possible exception f course,
are strategies of direct interaction, in which both ar¢ equally
participating in a Jjoint endeavor and on a relatively equal footing.

Even the strategy called tutoring doesn't seem to capture that.
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J/

The notion of instructional managemght systems'implies greater
attention to a variety of educational support systems. Curriculum and
instructional resourc. management is an excellent example. Previously,
curriculum products took the form of simple topical outlines. They were
sketchy for several reasons. Chiefly because the teacher was the expert
and didn't need much guidance. The curriculum guide was more of a
coordination device to insure consistency between teacher and teacher,
or teacher and administration. Indeed, to offer too much guidance was

to impinge upon teacher autonomy ard possibly constrain creativity.

The chief implication of the concepts reviewed, is to demand widely
varied curriculum materials to suit many individual differences. The
teacher loses one of the ochief instruments of control; the fixed
curriculum for everyone. Conversely, the teacher is faced with an

enormous curriculum development task.

Even if the individual teacher could accomplish it, the effort
would be duplicative and wasteful. It should be recognized that the
current system 4s also wasteful. In hundreds of classrooms throughout
the country, teachers are struggling with the same types of content and
lesson plans. It is tolerated for some of the reasons above. But the
implications of alternative curriculum and -instructional materials

multiply that duplication many fold.

It is increas:ngly being recognized that a ocurriculum manageaent
and development ocapability is needed and will be cost effective. If a
three thousand dollar investment in a quality ourriculum product ocan

save 100 teachers 50 hours each per year, the payback period is less
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There doesn't seem to be an adequate definition of what is meant by

the personal element, but a problem of some kind clearly exists.

The Chansing Role of the Administrator

A great deal of attention has been paid recently to "participatory"

_ management in contrast to the top-down approach. That is no doubt

implied in effective instructional management. However, an equally
important implication from the systems perspective is the role of
administration in providing the necessary mechanisms to support

instructional/learning processes.

There is nothing new in th~ idea that if people are to perforn a
job, they require the necessary resources. Good managers have always
recognized that; usually while juggling the always inadequate budget.

o
Yet, a fundamental change 1s implied in all of the concepts

reviewed. Each advocates a more sophisticated and complex system of
education; and a change in the role of the teacher, if not in the systen'
itself. Adopting any of these concepts implies that the time has past
when a good teacher can be expected to automatically control all the
contingencies of a classroom experience. Indeed, many of the teoﬁniquea
of standardization, discipline and control, which allowed the teacher t
function successfully in the past, are now the very technigues which are
biamed for creating the dropout, or alternatively, the passive,

depcndent student.
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than a year.

This does not require centralized curriculum development. Teachers
can still develop materials. What is required is a systems management

concept which coordinates efforts, facilitates aharing, and offers

 ocurriculum management support from the school to the classroom level.

One might better say that support ghould extend from the national to
classroom level, and indeed the National Nétwork for Curriculum
Coordination in Vocational and Technical Education (NNCCVIE) is a first
step in that direction. However, the concept remaips valid at the

school level as well.

Such concerns by no means exhaust the range of tasks involved. The
major implication, however, ia that administration in the new systems of

education will play an increasing role in developing support systems.
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'YHE THEORY OF EXPERIENTIAL LEARWING
. by

Richard J. Kraft

1. INTRODUCTION

Experiential education i5 not something new. In fact, one must agree with
James Coleman that the growth in experiential education in thel970's and 80's
appears to be a "throwback, an anachronism,” as experiential learning has aiways
been with us and what is new, by standards of the millions of years during
which persons have been on this earth, is

__.education through assimilating information, education
through being taught via a symbolic medium. Yearning by
being given the distilled experience of others, direct
memory-to-memory transfer of information. (Coleman, p. 6)

It is the overwhelming dominance of this "new" type of education with its
emphasis upon vicarious experience that has led to the reintroduction of experi-
ential learning in recent years. Non-formal and informel education are relat
concepts which have entered the lexicon of education to describe the educat-onal
process which occurs in settings outside the formal schools.

The experiential education movement can trace its roots back to Rousseau's
Emile or to the Progressive Movement of the 1930's in this country. but the
Trmediate reasons for the reanalysis of the role of experience in learning comes
from the failure of contemporary schooling to meet the needs of larye portions
of the youth. The percentage of failures, drop-outs, push-outs, and alienated
youth varies from comunity to community, but those percentages are significant
enough, particularly in the large urban centers, to prompt educators tc take a
serious 1ook at what they are doing.

Every major national study of the problems of youth. adolescents and the
secondary schools an. universities has made similar recommendations concerning
the need for experiential modes of learning for Most if not all youth in the
last quarter of the twentieth century. The International Commigsion on the
Development of Education in 1972, jssued a UNESCO report calling for lifelong
integration of education, vork and leisure, with students leaving and returning
to their studies without penalty at any time. Distinctions between in-school
and out-of-school education should be eliminated., and ahility to du a job, not
a credential, should be the criteria for hirinr, Programs at all levels should
combine theoretical, technological, practical, and manual skills, with a careful
halance between theoretical studies and practical work. Lastly, education must
become self-education. (Faure)

The National Conmission on the Reform of Secondary fducation, led by
B. Frank Brown saw the secondary schools on the verge of collapse in the large
cities in 1973. Little has happened since that time to change the prognosis.
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Among the Commission's reconmendations relating to experiential education were:
The curriculum should concentrate on students' needs and interests and should
include on-site experiences in the working 1ife of the conmunity; and students
should be permitted alternate paths to graduation including independent pro-
grams invoiving credit for action learning. (Brown, et.al.)

The President's Science Advisory Committee, chaired by James S. Coleman
in 1974, reported on the societal changes which have led to the need for greater
experiential learning environments, and then reconmended the followiry actions:
offer a greater range of experiences within the school structure; alternate
school and work; and encourage business and industry to create roles and provide
training for youth. (Coleman, President's Commission)

The National Panel on High Schools and Adolescen® Education out of u.s.0.E.
in 1974 echoed the recommendations of the other panels, calling for structural
and conceptual change to get away from schooling as only that which occurs in
a classroom with a teacher talking to a groub of students. Among its many
recomnendations are those related to experiential learning: respect for individual
differences; the integration of schools and the broader community; preparation
of students for family and work roles; and youth participation in decision-

making in the society. (Martin, et.al.)

Perhaps the most far reaching, radical, and experientially oriented report
is the Phi Delta Kappa “ask Force on The New Secondary Education. The Task Force
was chaired by Maurice Gibbons, father of the Americen Walkabout cencept, SO
that it is little wonder that the report has a strong experiential hias. Among
its many recommendations and propositions are the following: an appropriate
set of alternatives to school must be sought: current schooling does not demon-
strate any superiority over other possible systems of educating the adolescent.
the current system resists change; current schooling contradicts the nature and
demands of human growth 2nd development; formal studies are more powerful when |
combined with concrete experiences and challenging productive activities; students
need to learn from more adults and each other, not just teachers; schooling
should involve gradual transitions into adult situations, issues, tasks. and
responsibilities; students need to learn to select, design, implement and
manage their own learning; students trained to experience and direct their own
sensory, emotional, and mental ‘functions will be better able to achieve self-
understanding, self-directed lez ning, and celf-development: and schools and
conmunities must have much more nteraction; Gibbons and the staff conclude
their report with the theory and sractice of the New secondary Education. These
will be dealt with later in this paper. as they include some of the more
important aspects of an experiential learning environment.

In conclusion, it s the near unanimous reconmendation of every major
national and international commission that children and young people need to
move actively into experiential learning environments, and although nonc of
them recommend the abolishment of vicarious, symbol-based Jearning as it is now
found in the schools, all call for a better mix between the two types of

learning.
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11. THE PRNBLEM OF DEFINITION

One of the major problems of the experiential education movement has been
its inability to agree upon a definition. This makes the task of finding the
philosophical, psychological and other underpinnings of the emerging discipline
that much more difficult. Morris Keeton, Executive Director of the Cooperative
Assessment of Experiential Learning (CAEL), defines it as that which “occurs
outside of classroom," (Keeton, 5) perhaps the broadest possible definition,
while others say that it is "learning by doing." Larry McClure and his colleagues
at the Northwest Regional Educational Laboratory say that experience-based

-programs are characterized by seven kinds of learning: "Learning how to learn;

Learning about life; Learning about careers; Learning about themselves; Learning

to be responsible; Learning about others; and Learning by doing; (McClure,et.al.)
These who come from the outdoor/adventure-based education movement define experientia’
2ducation more in line with what occurs in those settings, emphasizing such

aspects as challenge and stress.

Experimential education as it is coming to be known in the 1980's has its
roots in a wide diversity of settings and movements; among which are: progressive
education, holistic education, vocational education, career education, clinical
training, internships, apprenticeships, alternative education, adventure pro-
gramming, character trzining, developmental theory, child and adult stage theory,
and moral and ethical development, to name but a few of the more important
sources.

At this point in the paper, we shall nov :'...p» > -‘efine experiential
education or learning, but rather move into - . ¢+ ..~ of the roots from which
the above mentioned movements draw. Throug! ~+of a wide variety of
theoreticians in philosophy, psychology, soc.. i-. = arthropology, it is the
intention of this paper to draw towards not only - ‘antual base upon which the
movement can build, but also to more carefully de. . un@ parameters of the

emergent discipline and come up with a definition. where one looks for insights,

of course, prejudices the direction of the final closure which we hope to reach, and
it is only fair to the reader to state at the outset that this search is towards those
theorists who see experience as liberating the individual and the society, rather
than towards those who would use it as a perpetuator of the status quo, or to

provide a docile and trained working force for business, .industry or government.

It is also important to state that this is not a practical "how to do it"
,uide to experiential education. There are countless other such books and
¢ 'ticles available to the general public. Finally, although this paper was
c mmissioned by the National Technical Ihstitute for the Deaf, the writer pro-
fesses no training in the field of education of the deaf, and all comments
dealing with possible connections to that field should be taken by the reader as
those of a concerned educator, seeking possible applicatiaons of a new and
exciting discipline to another field, and ndt as those of an expert,

I11. THE PHiLOSOPHICAL FOUNDATIONS OF EXPERIENTIAL LEARNING

It is difficult to come up with a coherent philosophy of experiential
learning as few philosophers have addressed the problem at any 1engf . Dewey's
Experience and Education comes closest to providing a philosophy on which

experiential educators can work, but Dewey would be the first to claim that much
more needs to be said on the issue. Since experiential education is a new field

Vs
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of study, it is not surprising that its philosophical underpinnings should come
from a variety of individuals and schools of thought. The approach taken in

this section of the paper, 23S with other sections will be to give a brief quote
from a particular philosopher and some explanation of how it relates to the
building of a philosophy of experiential education and learning. The debate

over epistemology, or the theory of knowledge, goes back in the history of
philosophy to the Greeks, with Plato and Aristotle representing the two basic
positions of rationalism and empiricism. The debate has continued to the present
day and forms the basis for many of the arguments between experiential educators
and those whd would have us maintain the more formal school system.

A. Plato and Aristotle

Socrates: It seemns that so long as we are alive, we shall continue
closest to knowledge if we avoid as much as we can all contact and
association with the body, except when they are absolutely necessary,
and instead of allowing ourselves to become infected with its nature,
purify ourselves from it until God himself give: us deliverance. In
this way, by keeping ourselves uncontaminated by the follies of the
body, we shall probably reach the company of others like ourselves
and gain direct knowledge of all that is pure and uncontaminated--
that is presumably, of truth. (Pr1ato, 49)

AT men by nature desire to know. An indication of this is the de-
light we take in our senses; for even apart from their usefulness
they are loved for themselves;....With a view to actior experience
seems in no respect inferior to art, and men of experience succeed
even better than those who have theory without experience.

(Aristotle, 689-690)

In these two quotes, Plato and Aristotle set the stage for the philcsopher's
answer to the question, how can we know?; and the educator's question, how can
we best learn or teach? Plato questions whether we can "know" anything through
our senses, a position which has led the rationalists to claim that knowledge
comes through the reasoning processes, not through our senses. Aristotle, on the
other hand, became the father of science and knowing through our senses and

experiences.

Some twenty-four hundred years after their death. the debate still rages
between the anti-emp =ical rationalism of Plato and the empiricism of Aristotle.
It is perhaps obvious that nknowledge or truth" comes to the learner both through
rational and empirica means, but in the debates over educational yractice, it ‘
becomes & question of 2mphasis, with experiential educators taking their cue
from Aristotelian metaphysics and decrying the lack of experience on the part of
young people today, who spend thirteen to twenty or more years in a formal school
setting mastering theories which are often unrelated to the “real" world for
which that education is supposedly preparing them. Science and language lab-
oratories, vocational education and a variety of other things have entered the
formal schooling process, taking their cue from Aristotle's emphasis upon the
empirical, but there can be 1ittle doubt that much, if not most of formal school-

fng in the twentieth century has a rational base.
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B. Descartes and Locke

Thus as our senses deceive us at times, I was ready to suppose that
nothing was at all the way our senses represented them to be...
Since this truth, I think, therefore I am (or exist), was so firm
and assured that all the most extravagant suppositions of the
skeptics were unable to shake it, I judged that I could safely
accept it as the first principle of the philosophy I was seeking.
(Descartes, 24)

Whence has it all the materials of reason and knowledge? To this

I answer, in one word, from experience. In that all our knowledge
is founded, and from that it uit1mate|y derives itself...Experience
here must teach me what reason cannot: (Locke, 89, 339).

Descartes and Spinoza carried on the Platonic rational ideal, while Locke,
Hume, and Nietzsche, spoke out for the empirical, experiential ideal in their philo-
sophical treatises. Formal schooling had become highly rational in its orientation
throughout the Dark Ages and even up until the nineteenth century, so that the
philosophic debates of the period tended to have little effect on practice in the
schools. Schools, from primary through universities had become institutions
which were separated from the societies for which they were supposedly preparing
the young and were given over the lectures, recitations, and deductive forms of
thinking. In the nineteenth century, the pressures of modern society were being
brought to bear on the universities of the time, so that first in Germany, and
later in England and the United States, "practical" forms of education such as
engineering, agriculture and architecture were added to the curriculum. Practice
in the liberal arts, however, still tended to be rational and theoretical, with
few connections to experiential modes of learning.

C. John Stuart Mill

...Whatever we do for ourselves, and whatever is done for us by
others, for the express purpose of bringing us somewhat nearer to
the perfection of our nature; it does more: in its largest accep-
tation, it comprehends even the indirect effects produced on
character and on the human faculties, by things of which the direct
purposes are quite different; by laws, by forms of government, by
the indus rial arts, by modes of social life; nay, ‘even by physical
facts not dependent on human will; by climate, soil, and local
position. 'Whatever helps to shape the human beind--to make the
individual what he is, or hinder him from being what he is not--

is part of his education. (Mil11, 333)

John Stuart Mill, the great British philosopher, was highly trained in the
traditional, formal sense of the word, but recognized the importance of the
experiential, non-formal aspects of his own learning, and wrote at some length
on experiential ways of learning a foreign language (by living in the country),
or learning many other subjects by reading and studying on one's own, rather
than through formal instruction. In his own Autobiography he differentiated
between his formal education and that which he gained through "self-education."”
(Houle, 27)
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D. Peirce and James

It appears, then, that the rule for attaining the third grade of
clearness of apprehension is as follows: Consider what effects,
which might conceivably have practical bearings, we conceive the
object or our conception to have. Then, our conception of these
effects is the whole ¢f our conception of the object. (Peirce, 124)

....theories are instruments that we employ in order to solve prob-
lems in our experience...a theory is true if it works. If we ask,
what do we mean by saying that a given theory or belief is true,
the pragmatists answer that it has been verified and found to deal
successfully with experience...James opposed the traditional phil-
osophical view that the truth of ideas is a property independent

of human experience. (Popkin, 172-173)

As precursors to Dawey, Peirce and James have had a profound, if indirect
effect on the practice of education in the United States and throughout the world.
The quote from Peirce above is the famous "pragmatic maxim" encouraging us to
subject all ideas to the test of the empirical method. "Experience" for Peirce
is the combination of ideas interacting dynamically with the external world and
the senses, a more comprehensive view than that taken by either the rationalists
or the traditional empiricists. As the quote from Popkin about James' thinking
indicates, the pragmatists do not ignore theorizing or rational inquiry, but
rather subject all theory to the crucible of experience to test its "cash value."
James shared the general American distrust of purely theoretical or intellectual
activity and kent asking the question, what difference does it make?

The experiential education movement owes its greatest philosophical debt to
the American pragmatists. Although existentialist writers are quoted from time
to time by experiential education thecrists, it is to pragmatism, with its
emphasis on testing truth in the crucible of human experience to which most turn
for guidance. '

E. John Dewey

I assume that amid all uncertainties there is one permanent frame
of refe ence: namely the organic connection between education gad
persona experience; or, some kind of empirical and experimental
philosop y. (Dewey, 25) ‘

With this quote, Dewey places himself and the pragmatists squarely in the
camp of the empiricists, and ties that tradition of philosophy to education in
society. Whereas other philosophers spoke primarily of theory, Dewey, in his
Experience and Education speaks eloquently of a philosophy which directly
impacts what occurs in the school or other learning settings. Dewey, unlike
many of his followers in the Progressive Education Movement, or even an
occasional voice in the current Experiential Education Movement, does not
equate experience and education,
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The belief that all genuine education comes about through
experience does not mean that all experiences are genuinely

or equally educative...some experiences are mis-educative...

any that has the effect of arresting or distorting the growth
of further experience...engenders callousness...produces lack
of sensitivity and of responsiveness...Everything depends upon °
the quality of the experience which is had. (Dewey, 25-26)

A proper understanding of the miseducative nature of some experience is critical
for not just an understanding of Dewey, but also so that experiential educators
do not fall into the same traps which destroyed the Progressive Education Move-
ment in the 1930's. This is not to say that one cannot learn from any and all
experiences, but Dewey warns us that unless the principles of continuity and in-
teraction are carefully considered, an experience can all tno easily be misedu-
cative. By continuity, Dewey is referring to an experiential continuum. Growth,
or growiny as developing, physically, intellectually and morally, is one exempli-
fication of his principle of continuity. It is growth in a positive direction,
however, and 1t is here that ethics or values enter the picture. Space does not
permit a discussion of Dewey's ethics, here. Suffice it to say, the growth
through any experience must create the conditions for further growth, according
to Dewey, or it is miseducative. -

Dewey reemphasizes that experience does not take place strictly within the
individual learner, but has an active side which changes the objective conditions
under which experiences are had. This led Dewey to warn educators:

Above all they should know how to utilize the surrounding, physical
and social, that exist so-as to extract from them all they have to
contribute to building up experiances that are worthwhile..,the
teacher should become intimately acquainted with the conditions of
the local community, physical, historical, economic, occupational,
etc., in order to utilize them as educational resources. (Dewey, 40)

Dewey's second criteria of experience, interaction, assigns equal weight to both
factors in experience-objective and internal or subjective conditions. Experiences
always involve a transaction between the individual and what constitutes his en-
vironment at any given moment, whether that be the child in the classroan, the
apprentice in the shop, or the climber on the mountain, Continuity and inter-
action are characterizec by Dewey &s the longitudinal and lateral aspects of
experience. Dewey juxta oses traditional education with experighce-based educa-

tion in his initial chapt r.

To imposition from above is opposed expression and cultivation of
individuality: to external discipline is opposed free activity, to
learning from texts and teachers, learning through experience; to
acquisition of isolated skills and techniques by drill, is opposed
acquisition of them as means of attaining ends which make direct
vital appeal; to preparation for a more or less remote future is
opposed making the most of the opportunities of present life; to
static aims and materials is opposed acquaintance with & changing
world. (Dewey, 20) ‘

<09
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Although other educators have made similar comparisons, as will be shown in
later sections of this paper, Dewey's listing provides 3 good starting point
for any definition of experiential learning. some key aspects of Dewey's
definition might be paraphrased in 1980 as: Individual learner involvement

in what is to be learned; learning through experiences inside and outside

the classroom, and not just from teachers; learning through experiences im-
mediately relevant to the learner; living in the present and not just preparing
for the future; and finally, preparation for a changing world, It is presump-
tuous to attempt to cover Dewey in a short three pages, so the reader is referred
back to Experience and Education, Democracy and Education, and Experience and
Nature for a more detailed discussion of the philosophical roots of Dewey's

educational ideas.

Dewey concludes Experience and Education with a chapter titled, "Experience-
The Means and Goal of Education,” and arques that:

Education in order to accomplish its ends both for the individual
learner and for society must be based upon experience--which 1is always
the actual lifTe-experience of some individual...The educational system
must move one way or another, either backward to the intellectual and
moral staudards of a pre-scientific age or forward to ever greater
utilization of scientific method in development of the possibilities
of growing, expanding experience...There is no discipline to the tests
of intelligent development and direction. (Dewey, 89-90)

Dewey would bridle at the extreme individualism of nany of todey's experiential
educators, who appear to enphasize the individual, almost mystical experience, of
the mountaintop, as opposed to the building of a more democratic society, one of
Dewey's continuing themes. We would also scorn those who see experience; whether
a field trip, wilderness camp, Or apprenticeship, as the "easy" way of teaching
and learning. Rigor and discipline in the "new", "progressive” education were
constant themes of Dewey's, as he had observed the fruits of the alinost whimsical
progressive education movement, and the lack of effect it had on the educational
mainstream of American schools. Experiential educators of the 1980's would do
well to read American educational history, so as not to fall into the same traps.

v, Mao Tse-Tung

A1l genuine knowledge originates in direct experience...human know-
Jedge can in no way be separated from practice...practice is higher
than (theoretical) knowledge. . .Whoever wants to know a thing has no
way of doing s> except by coming into contact with it, that is, by
1iving, (practicing) in its envi.onment...practice, knowledge, ayain
practice, and again knowledge...such is the dialectical-materialist
theory of the unity of knowing and doing. (Mao, B8, 7 20)

With the death of Mao, the Chinese have repudiated many of Mao's political and
educational ideas, and without question have downgraded the importance of the
experiential, from where it was during the Cultural Revolution of 1966-76. Even

10
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with the "revisionists" or wtraditionalists" now in power, the educational system
cti11 contains many elements of experiential learning. Production of goods for
sale still continues in most primary and secondary schools, city children still
spend time in the countryside during harvesting season helping the farmers, anu
May 7 Cadre Schools still train the bureaucratic elites in simple, vural settings.
Although the universities have -eturned to a more competitive, selective, and
traditional mode, July 2] Worker's Universities and Polytechnic Institutes con-
tinue on the experiential tradition of the Cultural Revolution. -

Mao's works were written only one year prior to Dewey's influential book,
Experience and Education. But while few of Dewey's ideas were put into widespread
practice, Mao dramatically influenced rot only the education of one-fourth of
the world's people in China, but established a model and theory of experiential
learning which has been copied, at least in part, by nunerous Third World countries.
It is interesting to note that a Brazilian, Paulo Friere and a Chinese, Mao
Tse-Tung, have had perhaps the greatest practical effect on experiential modes
of learning, while world renowned philosophers such as Dewey, languish on the
book shelves, or serve as the source of discussion among educational theorists,
but seldom find their way into educational practice in the U.S.

It is this writer's opinion that the cause for this is the dichotomizing
of education and politics which occurs in the United States andmost other Western
nations. This is not to say that education is not political, but rather that
education is primarily seen as a promoter of the stz*us quo and a passing on of
a cultura) heritage, and the vicarious, symbolic moaes of traditional educational
practice are more conducive to producing a passive citizenry, Frier'e exile
from Brazil and the adoption of his methods by revolutionary regimes, along with
the changes wrought in China during the educational experiments of the Cultural
Revolution, point to the 1ikely conclusion that experiential learning can and
does have a "liberating" effect on its participants, and can lead to profound
personal and societal change. :

G. Paulo Friere

Liberation is a praxis: the action and reflection of men upon their
world in order to transform it...When a word is deprived of its
dimension of action, reflection automatically suffers as well; and
the word is changed into idle chatter, into verbalism, into an
alienated and alienating "blah"...On the other hand, if action is
enphasized exclusively, to the detriment of reflection, the word is
converted into activism... Me are not built in silence, but in word,
in work, in action-refiection (Friere, 66, 75-76)

Paulo Friere is a Brazilian educational philosopher, who has had perhaps
the greatest effect on educational practice throughout the world during the past
decade, and his thought, as excerpted above, makes extensive use of the dialectic
of a, 'iop and reflection as the two inescapable aspects of any true or liberating
edication. He makes a strong case that contemporary education is given over to
what he calls a banking concept of education, in which the teacher nakes
deposits on the brains of the students. This is the alienating verbalism of
which he speaks above. On the other side of the coin, however, he condemns those
educators who would be involved in actions, strictly for their own sake, as many
of the educational and political movements of the sixties and seventies were,
as this is meaningless activism.
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While traditional education as we know it today is, without gquestion, cauqht
on the verbalism horn of Friere's Dialectic, experiential education is all too
often caught in meaningless action which neither liberates the individual nor
changes the society in which those individuals find themselves. Friere's edu-
cational theory is not politically neutral, but rather seeks to change the world,
through the learners' participating in their own Yiberation and education. It
is cooperative, non-manipulative, dialogic, active, and reflective education.

The educational philosophy of Friere, brings once again to the forefront
of educational thinking the necessity of the cognitive, the rational, the
reflective as we find it in traditional, symbolic, vicarious education as .
practiced in the schools, while at the same time pointing to the need for active
learning outside the classroom, which will change the personal and social reali-
ties of the learner.

H. Robert Pirsig

The real cycle you're working on is a cycle called yourself.
The machine that appears to be "out there" and the person that
appears to be “in here" are not two separate things. (Pirsig, 319)

In his highly influential book, Zen and_the Art of Motorcycle Maintenance, Robert
Pirsig helps to differentiate experiential Tearning in the way in which we would
like to approach it in this paper, from experiential learning as defined in
traditional vocational education programs, jnternships and other settings familiar
to generations of American educators. The differences are ones of means and

ends, process and product, behaviorally defined goals and serendipitous learnings.
while traditional "experiential” programs seeé the "repair of the cycle,” as the
goal, end, Or purpose of the activity, experiential educators in the new mode,
see the cycle as but one of the many vehicles for helping the learner not only

to learn “cycle repair," but also to gain insight into oneself, to approach
learning as something intrinsic to the learner and not imposed by external sources,
and to go beyond the traditiona) goals of learning a skill and go to the very

heart of the rational/scientific method.

The example of the motorcycle was specifically chosen, as most of the new
breed of experiential educators see the wilderness, American subcultures, and
traditional, non-mechanical trades as their source of inspiration for -experiential
learning, but rather than fall into such a trap, one should take seriously
another quote from Prisig as we define and theorize about experiential learning

throughout this brief paper.

The Buddha, the C 3head, resides quite as confortably in the
circuits of a digital cunputer or the gears of a cycle transmission
as he does at the top of a mountain or in the petals of a flower.

(Pirsig, 18)




213

Those who are unacquainted with experiential education, particularly as it has
been defined and practiced by those persons in the Association for bxperiential
Education (AEE), may not see the need for Pirsig's caution, but to do justice

to breadth and depth of the experiential learning process, it is necessary to
state that experiential learning as it is being discussed in this paper is not
just Outward Bound, adventure-based education, outdoor education Foxfire, or
apprenticeships in boat building or blacksmithing, but rather includes all those
environments in which learner is actively involved in his or her own learning,
and not just a passive recipient of the knowledge of the teacher.

I. Kurt Hahn

No discussion of the theory of experiential education would be complete

~ without some recognition being given to Kurt Hahn, the founder of the Outward

Bound movement in Great Britain following World War 1l. Hahn lashed out at his
native German education as setting tasks which bear littie relation to the age
and stage of development of children, nor in keeping with their interests. He
saw most reforms as artificial, leading to little or no meaningful change in the
system or in the classroom climate. One of his constant themes was the need for
an attractive environment for learning to take place. For political reasons he
was compelled to emigrate to Great Britain, and it was there that his concepts of
rescue” and "internationalism” bore fruit in such schools as Salem and Gordon-
stoun, and later in the Outward Bound Schools. (Rohrs)

Hahn saw service to one's neighbor and in the cause of peace as major as-
pects of any educational progran, and service has continued as part of the 0ut-
ward Bound movement, since that time, although perhaps downgraded in importance
in the American schools in recent years. Hahn saw adventure as a critical activity
for youth, and one which was missing in most modern societies. It was to lead to
a sense and wonder and astonishment, qualities so lacking among contemporary youth.

Hahn saw the morally responsible man, not the scholar or artist, as the ideal
for his school. Justice was to be sought, and the schooling process which taught
only the basic skills was only doing a smal) part of its task. (MacArthur, 8)
Hahn's ideas had a strongly religious, Christian base to them, but the institu-
tions he founded have continued on in a more secular mode, while continuing to
provide adventure and service and to seek a more just world.

V. THE PSYCHOLOGICAL FOUNDATIONS OF EXPERILNTIAL LEARNING

This second major section on the theory of experiential laerning will draw
from a variety of sources including the major schools of psychology; Freudian,
Behavioral, Humanistic and Transpersonal, in addition to educational psychology
and learning theory. As with the section on the philosophical foundations, no
pretense is made that a1} possible sources have been tapped, or that significant
depth is to b found on any of ihe various sources from which experiential learn-
ing draws its insights. Experiential education has no well developed psychology
or learning theory, so that once again its foundations are eclectic and are only
now being explored. O0f the various schools of psychological thought, experiential
education has been most closely allied to the humanists, with Rogers and Maslow,
in particular, having a profound impact on many practitioners. In recent years.,
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however, with experiential programming for delinquents, dropouts, handicapped,
and other special populations, insights from behavioral psychology have been
making ever greater {nroads. Finally, a growing number of experientisl educa-
tors have been exploring insights from transpersonal psychology, as they relate
to the individuals® relationship with the cosmos and the environment. Through
yoga, Transcendental and other forms of meditation, and other "spiritual” sources,
experiential educators have been attempting to stretch the boundaries of human
potential.

Before discussing concepts from the basic schools of psychology and how they
relate to experiential learning, we shall turn our attention to basic research
on learning theory and developmental psychology, as this appears tovone of the
most promising areas upon which experiential education can base its theory. Of
the various developmental and learning theorists, the most promising appears to
be that of Jean Piaget. )

A. Jean Piaget
Stages in the Mastery of Operations

Age
Level Designation ____Principal_Features .

0-2 Acquiring Sensorimotor Extensive trial-and-error movements
Control develop hodily control and eye-hand
coordination. The perceptual field

is organized into objects.

2- txtracting concepts Words heard are associated with object
from experience Concepts are formed for recurring
experiences

4- Intuitive use of concepts Direct perceptual comparisons are
accurate. Associated concepts are
confused. Complex situations are
reacted to as unanalyzable. wWholes:
conclusions are based on superficial
impressions.

7- Concrete operational (omparisons requiring one to hold

thought information in mind are accurate, if

Lo the information is presented concretel!

! Operations can be imagined and results
anticipated. Adjustment by reversal

leads to an exact result. Associated

concepts are distinguished; one can '

be changed while the other stays fixed

il- Formal operational Operations among symbols or abstract
thought ideas can be carried out in the mind.
A complete array of logical possibilit
. can be systematically considered.
/ Relations involving more than one
variable can be comprehended. Accurat
comparisons and deductions can be made
from information not concretely
presented. (Cronbach, 336)
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One of the mos. critical questions in psycholinguistics is, are thought
and speech inseparable? Watson, the behaviorist, answered strongly in *he
affirmative, holding that thought processes were but motor habits of the larynx.
Piaget is strongly in opposition to the behaviorist tradition on this critical
point, holding that cognitive development proceeds on its own, generally followed
by linguistic development and finding reflection in a child's lanquaye, but that
language in itself does not bring about cogaitive growth. Piaget's critical
point for experiential educators is that intellect grows through interaction
with things and people in the child's or adult's environment. Although Piaget
locates each stage on an age scale, there are no abrupt transitions, and a learner
may be at a formal operational stage in one concept and at an intuitive or con-
crete operational stage in another. Intellectual development consists of the
mastery of one concept after another, through pertinent experience.

Piaget, Inhelder and other Piagetian experimenters have shown that the
nlattice” or "lens" which organizes a child's perceptual world is not necessarily
language, but rather is developed through the hactions of the child on the en-
vironment." (Inhelder, 163) Furth, through his research with deaf children.
provides some of the strongest backing for this position. A discussion of Furth's
research will be made at the end of this paper, as it related directly to the

role of experience in the lives of deaf children and adults. Furth's research
points to the conclusion that deaf children are not drastically different from
hearing children in intellectua) performance, and that they follow the same basic
Piagetian stages, though at times at a ¢lower rate. Clobin's statement is of extreme
importance to experiential educators and deaf educators alike:

It is quite likely, though, that this occasional slowness may
be due not so much to specific lack of language as to general lack
of experience, given the sort of environment in which many deaf
children are raised. (Slobin, 116)

Even an adult cannot think abstractly without a base of experience. Intellectual
development consists of the mastery of one concept after another, though perti-
nent experience. :

The implications of Piagetian thought for the practice of education in
general and of experiontial education specifically are numerous. We shall only
point out some of the more obvious and important ones here. His research on
stages provides strong justification for the use of trkr most concrete and action
oriented context possible in presenting concepts or id as, moving progressively
to more internalized modes, from objects to symbols of ~bjects and frow motor
action to speech. Experiential educators at all levels heve known this intui-
tively, but the practice of schooling has too often been to introduce the symbolic
at too early an age, or too early in the learning process in the lives of adults
who generally function at the stage of formal operational thought.

Piaget also emphasizes that in "genuine learning” the child or adult
regulates his or her own activities. decides what needs to be learned, se's the
pace and selects certain kinds of activities. This self-direction, thougt: not
always part of experiential learning environments, has become a critical aspect
of many of them. Interest is another concept which comes through in Piaget.

Learners learn best that in which they are interested.
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Perhaps this is an obvious statement, but one which traditional education
all too often forgets. Piaget warns against superficial learning through rote
memorization. Free time in which students, be they small children, adolescents
or aduits is important in the educational setting, so that students can find
things out for themselves and discover things on their own. Direct training is
not ignored by Piaget, however, as research indicates that children make more
rapid nrogress towards operztional thought when given direct training.

B. James S. Coleman

While James S. Coleman is a sociologist by training, he has written one of
the best comparisons between "Experiential and Classroom Learning." In fact, one
might say that he has become to contemnporary experiential education, what John
Dewey was to Progressive Education. Coleman gives classroom learning the title
of "information assimilation,” and carefully points out that most of the learning
that takes place in class proceeds through instruction, while much, if not most,
of the outside of class learning, "proceeds through acting (or in some cases.
seeing another act), and then experiencing or observing the consequences of
action." (Coleman, Experiential Learning, 50)

Coleman outlines the steps followed in both types of Jearning.

Information Assimilation Process: Steps in Learning

1. Receiving Information: Information is transmitted through a symbolic medium..,
lecture, book...General Principles...Commit information to memory.

2. Assimilating and organizing information so that the general principle is
understood...learnad the meaning of the information...lead to understanding
a generalization.

3. Being able to infer a particular application from the general principle...
implies some cognitive abilities.

4. Moving from the cognitive and symbol-processing sphere to the sphere of
action...knowledge gained is actually applied. (Coleman, 50-51)

Coleman goes on to point out that experiential learning proceeds in almost
a reverse sequence, and does not use 2 symbolic medium for transmitting informa-
tion, as the information is generated through the sequence of steps itself.

i ggpgrjential Learning Process: S}gpémjp_lgggpjng

Carry out an action in a particular instance and see the effects of that

action. :

2. Understanding these effects in a particular instance...has learned the con-
sequences of the action...and how to act to obtain his goals in this particular
circumstance. |

3. Understanding the general principlie under which the particular instance
falls...it does not imply an ability to express the principla in a symbolic
medium (words)...only the ability to see a connection between the actions
and effects over a range of circumstances. .

4. When the general principle is understood, the last step is its application

through action in a new circumstance...the actor anticipates the effect of

the action. (Coleman, 52-52)

-
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Coleman suggests that schools use both learning processes. but that they
seldom raise the issue of the appropriate mix of the two approaches to learning.
Since school is the institution in society designed to pass on the cultural heri-
tage, it is not unexpected that information assimilation is the dominant mode of
learning, as it can reduce the time and effort needed to learn something new.

The wheel need not be reinvented with each generation. Coleman agrees with Bruner
that structure is needed to tie together otherwise disparate facts, but goes on

to say that information assimilation through symbolic media is not the only or
necessarily the best way of doing so.

Information assimilation is also highly dependent on the symbolic medium of
language.

"The first step required the ability to understand the language,
to assimilate information that uses that language as a medium. The
second and gpird steps require processing of information that still lies
in the form 6f words...Thus there is the cost to the compression of
experience through language, a cost that lies in incompletely understood
language, defects in chains of associations that words may bring, defects
in processing of information stored in the form of words and their
associations. Indeed, this process of learning depends on prior learn-
ing of a complex system of symbols.” (Coleman, 55)

Persons who have learned the symbolic medium poorly, who are still too young
to have learned it well, and the culturally disadvantaged in linguistic and verbal
skills, are groups to whom Coleman points as having difficulty with the information
assimilation mode of learning. It is in the second and third steps of applying
what is learned, that the information assimilation mode! usually breaks down. as
even students who have mastered the symbolic medium, are all too often unable to
translate the learnings into concrete sequences of action.

A third difficulty with the information assimilation model is its dependence
upon artificial or extrinsic motivation. This is due tc the fact that the action
(the intrinsic motivation) comes at the end of the learniag sequence. thus grades
and other externa) motivations must be supplied tu motivate the learner.

Experiential learning on the other hand is a time consuning process because
it involves "actions sufficiently repeated and in enough circumstances to allow
the development of a generalization from experience.” (Coleman, .5) ldeally
it uses no symbolic medium and consequences follow actions immedictely. In
practice, however, this is not always true, as consequences may ta 2 months (as
in the birth of a baby), to follow specific actions. When consequ nces do follow
in an observable period of time, experiential learning provides a direct guide
for future action. There is no hurdle from a symbolic medium to action. Coleman
suggests that this bypassing of the symbolic medium may account for the inability
of so;  learners to show on paper and pancil tests, that they have learnced the
information, even though their behavior may evidence the knowledge.

Motivation is intrinsic in this mode of learning, as action occurs at the
beginning of the sequence, and if the learner is to gain his ends through the
ac-ion, he must learn the necessary information to guide that action. The third
step, that of generalizing from particular experiences, is the weakest link in
the experiential learning process, but this difficulty appears in information
assimilation processes also.
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Finally, experiential learning appears to be etched more deeply and
permanently on the brain of the learner, as all learning can be associated with
concreie actions and events, not just abstract symbols or general principles.

C. Jerome Bruner

One of the most influential learning theorists in the past two decades 1is
Harvard psychologist Jerome Bruner. Bruner points to two othepfiodes of representa
tion besides linguistic representation. A primitive, but useful mode, s through
action or through "doing." Some things are better learned or demonstrated by

.doing. Such "outdoor" or nadventure-based” activities as knot tying, rock

¥c1imbing, river rafting, or any number of other skills must be “done" to be learne

Bruner calls this form of cognitive organization "enactive repregentation,” and
defines it as a process of representing past ev:nts through motor responses.
Iconic representation or visual imagery is a second form of representation and
symbolic representation, such as language, is the third form. As children mature
through their developmental stages, they are increasingly able to use symbolic
representation to integrate their experience. (Mathis, 198)

In his highly influential book, Toward 2 Theory of Instruction, Bruner
makes the case that children are innately curious and are capable of learning
far more at a much earlier-age than had been traditionally thought. Education,
for Bruner, is the process of reorganizing experience, and the emphasis in learnin
should be on the process not the product. Students are participants in the
learning process, not receptacles into which knowledge is to be poured. He
emphasizes the intrinsic rewards of learning, rather than placin? the emphasis
upon extrinsic rewards and punishments as do behaviorists. Finally, his theory
of instruction emphasizes inquiry and discovery, and attempts to use problem
solving methods, rather than more traditional lecture, recitatirn, and rote
memorization approaches.  (Bruner)

Although Bruners” theories of instruction have had more influence on the
classroom behavior of teachers than it has on out-of-school experiential
approaches, there can be no denying its applicability to such settings. Experi-
ential educators seek to enable students to use whatever environment they find
themselves in and to learn skills, understandings or concepts, and such educators
strongly agree with Bruner's emphasis upon process rather than product. Student
choice and participation in structuring the learning environment is critical
to any successful experiential learning environment and is closely related to
the intrinsic rewards which characterize such learning experiences. Al though
many experiential learning programs have <kill development aspects to them, which
are highly structured for reasons of safety, be it an auto repair shop or rock
climbing, most have moved strongly towards Bruner's emphasis upon the need for
discovery and problem solving as critical aspects if any "true" learning is to

take place.

As Bruner's infliuence has waned in the classroom during an era of "back
to the basics", his theories are being proven in countless other settings.
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D. Maria Montessori

"The environment should contain the means of auto-education." This basic
principle of Maria Montessori can be restated that the child educates hiin or her-
self. Montessori developed her methods in protest to schools which followed the
needs of the adult, not the child or the learner. Montessori took as her basic
method to impose nothing, but to create a school environment in which the child
can "do-and-think" for himself. Children learn through their own developing
mastery of experiences. (Montessori, 1972)

Although these basic insights were developed for use with pre school and
elementary age children, they have been adopted by experiential educators in @
variety of ways, for use with adolescents and adults. Montessori's emphasis
upon the learner rather than the teacher, i$ crucial to an understanding of the
experiential method, as is her emphasis upon the creation of, or use of the en-
vironment, as a learning tool. Whether one is in the wilderness, in a workshop,
or utilizing the city as a school, the” environment itself becomes a teacher, and
the learner "discovers", "does" and "thinks" about that which is to be learned
from the experiences in that environment. Another insight to be gained from
Montessori is the developmental stages she set in the mastery of experiences.
Whether it is the step-by-step procedures of safety in a mountain climbing exer-
cise or the writing skills needed to carry out cultural journalism, experiential
education emphasizes the need to master certain skills before moving on to higher

stages.

E. Insights from Freudian Psychology: Freud and Neill

Despite the fact that A.S. Meill, one of the most influential educators of
the past thirty years, was deeply influenced by Freud in his writing of Surwer-
hill and in his educational practice at that particular institution, his influence
and thst of Freudians in general has not been of a direct nature, but more in
the subtle ways in which schcols and teachers work with children. Unlike be-
haviorists and humanists, leading Freudians have not written extensively on
education, although much has been written about the related field of chilo rearing.

Although Neill cannot speak for all Freudian psychologists or educators,
most would probably agree with his insight that the aim of life is to find
happiness, and that the traditional school svstems do little but prepare students
for 8 sick society through their drudgery. Heill) Sexuality and psychological
and biological determinism are major themes ¢ Neill and Freud, with an emphasis
on the need for non-repressive sexual experie ces for children and adolescents,
and a recognition of biological readiness which must precede any internally
motivated learning. The role of the unconscious in human behavior is a primary
concept of Freudian psychology, and a variety of educators, such as Richard
Jones, in his Fantasy and Feeling in Education have made the case that creative
potential can be unieashed in all students if we can but tap the unconscious.

(Jones)

Freud's discussion of .he id, ego and superego have been translated in
recent years by Berne and others into the concepts of parent, adult and child in
transactional analysis, with the id corresponding to the child, the ego to the
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adult and the 5upere?o to the parent. (James and Jongeward) Numerous classes
tn transactional analysis have been conducted for teachers. and the concepts are

not being taught even to pre-school children.

Experiential aducators have written little or nothing about the role of
" Freudian psychology in the movement, but most share Neill's abhorrence for the
"drudgery" of the traditional cchool classroom and would share his enthusiasm
for the joy of learning, when the motivation comes from within the student. They
also owe him a great debt for stating the most extreme case for change in the
" public school, so that educators who now seek even minimal changes are not looked

upon as such- educational heretics.

The movement has also sought less repressive environments for students, an
jdea perhaps traceable to Freud and his discussions of repression and its causes.
Although most experiential educators would not see themselves as deterministic
in their viewpoints as many Freudians, they ncvertheless owe a debt for the
insights gained about human behavior and motivation.

F. Insights from thavioral Psychology

Behavioral psychology has had a deep and long-lasting impact on American
education. In fact, one could make the case that it dominates the American edu-
cational scene today, through such related programs as behavioral objectives,
competency-based education, reward and punishment schemes for learning and dis-
cipline, and a host of related aspects. Although most experiential educators,
at least of the adventure-based variety, ~eject the label of behaviorists. there -
can be no denying behaviorism's impact ¢ /¥ aspects of experiential learning.

One initial impact has been to "clavify” what one is doing. Instead of
accepting testimonials from participants in experiential programs, behaviorists
have insisted that goals be stated in measurable terms, and that programs be
evaluated on the bases of those goals. Appropriate learning experiences can be
more carefully planned when clear objectives have been written. Where experiential
educators have trouble with the behavioral objectives movement is in the serin-
dipitous aspects of the learning experience which cannot always be programmed, and
in the emphasis upon process which sometimes precludes exactitude in stating
learning outcomes. Behaviorists would deny that these are drawbacks to stating
clear objectives, but they are accused in turn by humanists and others of re-
ductionist thinking, and teaching only thet which can be predetermined ard measured,
things hardly in keeping with what most experiential educators see as the r

educational task.

The accountability movement, coming out of behaviorism. has also had an
impact on experiential educators. No longer can educators “do their own thing."
be 1t in the classroom or elsewhere, without being responsible to the taxpayer,
parents, students and others for the learning experiences they have designed.
While this has forced a cutback in some types o” learning enviranments, it has
also forced traditional and experiential educatt 5 to define for their publics,
what 1t is they are doing and whether it was “worth the time, money and effort.”
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Reinforcement, or the idea that it is a consequence of an action that
makes that action more likely to be repeated is another basic concept of be-
haviorism. The intrinsic/extrinsic distinction is based on whether the behavior
is reinforcing itself or whether it is reinforcing because of subsequent rewards
that are not an integral part of the behavior. Experiential educators are likely
to claim a much greater use of intrinsic rewards through such things as pride of
achievement, joy of learning, aesthetic or physical pleasure, than would most
traditional educators, who are more likely to use graces or other extrinsic
stimuli to promote appropriate behavior or learnings. The same could be said
of the classification of reinforcements as positive or negative. Experiential
educators see themselves as using primarily positive rewards, leading to recur-
rence of positive behavior, while holding that traditional education uses too many
negative reinforcers to motivate and control students. A final categorization
of reinforcement is self-administered, social (from someone elsa), and impersonal.
Experiential educators like to'claim that their reinforcers are more of the self-
administered variety, but particularly in some of the more recent proqrams dealing
with delinquent yough and special or handicapped populations, there would have
to be a recognition of the use of social reinforcement, as the populations are
not participating of their own accord. :

Some of the rules of reinforcement are:

Choose an appropriate reinforcement.

The reinforcement should come after the behavior.

The reinforcement should come as soon after the behavior as
possible.

Many small rewards work better than a few big ones, especially
for shaping. (Roberts, 137)

Experiential educators have for many years recognized the validity of these
principles, through the use of environments which provide rapid, appropriate rein-
forcement for the learner. This is true whether the reinforcer is a paycheck for
a paid internship or falling off a cliff, because a knot was tied improperly.
Rather than having to "wait until one grows up," or "seeing the relevance of what
] am teaching you several years from now," experiential education is geared to
giving immediate and appropriate feedback to the learner.

1t can be concluded that there is no way not to use behavior modification,
and that what behaviorism has contributed to the exper ‘ential education movement
is a greater sense of accountability, a push for clari y of goals, and a better
understanding of the role that reinforcement plays in t“e learning process.

G. Insights from Humanistic Psychology: Maslow and Rogers

1f Freudians can be characterized as counselors attempting to cure the pupil,
the beh'viorists as engineers, structuring the appropriate reinforcements, then
humanists could be seen as facilitators of learning, helping students to achieve
their highest potential. As with Freudian and Behavioral psychology, it is
difficult to characterize a whole field, but there are certain thenes which come
out, particularly from Carl Rogers and Abraham Maslow, the two humanistic psychol-
ogists, who have written and spoken extensively on the role of their perspectives
for education. As stated earlier, experiential educators have tended to see
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themselves as peing based most firmly in this camp of psychologists, but 2s has
also been shown in earlier sections, they huve not been uninfluenced by other
perspectives. The following chart sumnarizes many of the perspectives in which
the humanists see themselves differing from more traditional, subject-centered-
schools, classrooms and teachers.
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(Van Scotter, 275)

H. Abraham Maslow

Maslow held that human nature had been sold short by Frewdian and Behavior-
st psychological theories, with their attempts at being object ive, detached and
value free. Humanists or Third Force Psychologists. as Maslow called them, re-
ject this perspective and seek to help persons discover ultimate ends and values.
' They reject the Freudian conception of instincts in favor of a conception of
basic needs, Maslow's-hierarchy of needs being the most explicit humanist out-
line. Masiow saw the goal of education as not just satisfying the lower needs
of persons: hunger, sex, etcC., but to reach the highest levels of need, nanely.
ngelf-actualization." Maslow stated that Freud's error was seeing the uncon-
scious as an undesirable evil, and not as 2 place from which creativity, joy.
happiness, and goodness could also come. Maslow emphasized the "love for,
awareness of, and reverence of the body," as paths to lead persons to peak ex-
periences. (Maslow, 1968) He saw traditional schooling as "collecting associa-
tions. conditionings, habits. or modes of action...as if these were possessions
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which the learner accumulates.” (Maslow, Fall 1968) Teachers are active in this
paradigm and the pupil is_the passive one to be shaped and tauyht through an
indoctrination process. The values, goals and ends of the learner are ignored.
Maslor - ‘ates that “The experiences in which we uncover our intrinsic selves are
apt t . unique moments, not slow accumulations of reinforced bits." It is
through these unique monents that pevsons discover their true identity. not the
traditional learning situations in schools. The teacher in Maslow's conception

f the "Taoist helper and is receptive rather than intrusive. (Maslow, Fall 1968)

1. Car) Rogers

Car)l Rogers reflects most of the same perspectives as Maslow. emphasizing
the higher needs of persons, the role of the teacher as facilitator, the invoive-
ment of the student in the selection of what is to be learned, and that the
teacher cannot really teach anything, but only that a learner can learn, for his
or her own intrinsic reasons.

In add tion to many of the zame themes as Maslow, Rogers emphasized the
dearth of creativity which pervades our schools and culture. and that our educa-
tional system turns out conformists and stereotypes whose education is "completed."
rather than producing freely creative and original thinkers. In order to be _
creative, Rogers emphasizes the need for "Openness to experiénce: Extensionality."
Persons who are open to experience, lack rigidity and permeability of boundaries
in concepts, beliefs, perceptions, and hypotheses. They are able to tolerate
ambiguity and deal with conflicting information without forcing closure.

Another major theme of Rogers is the locus of evaluation, which he sees as
internally, rather than externally located. The critique, judgment, and evalua-
tion of any given activity.comes from within the person, not from others. Accept-

ance of self and others, empathic behavior towards other beings, and psychological
and emotional freedom are other themes which come through in many of Rogers’

writings. ({Rogers, 1969)

It is not too difficult to see why most experiential educators look to the
humanist psychologists for their direction, as SO many of their themes are
paraliel. The emphasis upon the learner rather than the teacher, with the learner
participating in all aspects of structuring the learning situation and in the
evaluation of what is learned is one such theme. William Glasser the founder
and leading proponent of Reality Therapy, could be considered to Lt within the
Humanistic'Psychology movement, even though some of his ideas com from the
Behaviorists. His emphasis upon neuccess experiences" for childrer in his book
Schools Without Failure, has also become an important component of most experien-
tial learning situations. Challenge must be there, but the challenge must not
be so difficult that the student cannot succeed. Humanistic psychology's emnphasis
upon internal motivation and evaluation are also echoed in the literature and
practice of experiential education, 2s is the role of the adult or teacher, who
is seen as 8 peer teacher or facilitator of discovery, rather than as the source
of knowledge. The process orientation of the humanists coincides nicely with
most of the emphasis in experiential learning, particularly in those situations
in which end goals have not been clearly specified, but rather are open to where-

ever the learner wishes to take it.
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A high percentage of the research on various experiential programs ha

been done 1n.the area of self-concept, rather than in cognitive gomgin. Th?s is
in keeping with the humanist's emphasis upon the affective development of the
learner, and although neither experiential educators nor humanist psychologists
would deny the role of the cognitive or intellectual development of the learner,

they both tend to strongly emphasize physical and emotional growth.

~ Much more could be written about the relationship of these areas, but
suffice 1t to say that much of the impetus for experiential education has come
;:::o?gmanistwc psychologists and their followers in and out of tpe public

J. Insights from Transpersonal Psychology

Over the past decade, transpersonal psychology has become a "Fourth Force"
in thefield of psychology, and while its impact on education has been limited,
experiential educagors have been among the first to adopt and adapt some of its
jdeas. The following chart summarizes many of its basic positions, and the
movements which are part of it.
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One cannot claim that a significant number of experiential cducators have
hecome deeply involved with transpersonal psychology, but several practitioners
of adventure-based programs have, in recent years, moved beyond river running
and mountain climbing and into the use of a variety of new technigues to help
the learner delve much deeper into him/herself. In a sense, adventure-based
educators have found that there is more to life than the mountaineering or human
relations skills which have been s0O emphasized in the past, and are seeking to
move on to new levels of awareness. This has led to several religiously based
programs being founded, while others make use of yoga., meditation, fasting, and
other "transpersonal” techniques to help learners. Perhaps Thoreau's oft quoted
passage from Walden, cunmarizes this longing best.

I want to live deep and suck out all the marrow of life, to
live so sturdily and spartanlike as to put to rout all that was not
life, to cut a broad swath and shave close, to drive life fnto a
corner, and reduce it to its lowest terms, and if it proved to be
mean, why then to get the whole and genuine meanness of it, and pub-
lish its meanness to the world; and if it were sublime, to know it

by experience, and be able to give a true account of it in my next
excursion. (Thoreau, 91)

The wilderness, the workshop, and the experiences of everyday life have been

found to be powerful environments for learning, but the transpersonal psychologists
suggest, not without evidence, that once the skills and abilities have been Jearned
to master those environments, spiritual voids still exist for many persons, and
these can only be filled by going deeper into the human being and outward into

the cosmos for answers.

K. Insights from Developmental Change Theory: Erikson

In this section we shall concentrate on the insights of a variety of develop-
mentalists, who deal with developmental stages in both children and adults on a“
wide variety of dimensions, including; moral and ethical development, intellectual
development, interpersonal and cognitive styles, and ego or character types.

The adult stages have been documented in the popular book, Passages, by
Gail Sheehy, based on the research of Levinson and Gould. The transitional
periods in the late teens and late twenties, as well as the "mid-1ife crisit" of
the late thirties and early forties have captured the attention of many expe i-
ential educators as times particularly appropriate for challenging experienct ”,
to help the adult come to grips with a new stage or period in their lives. Tiis
has been shown in a variety of studies on Outward Bound and similar adventure-
based programs, where it has been found that many adults participated in such
activities to come to grips with 3 particularly vexing problem or concern in
their professional and/or personal lives. The challenge activities were secn
as a motivator to help deal with the issues, and as evidence that change is

possible, "even in an adult.”

Arthur Chickering in his article in the book, E}pgrigwtjp]mygarpjnq has
done an excellent job of summarizing in chart form, what a variety of developmental
psychologists have written about child and adult stages in 1240 development, noral
and ethical development, interpersonal style and intellectual development.

R0




226

These charts are found in‘Appendices 1 through 7. with Appendix 7 sumuarizing
most of the data to be found on the first six. In stage theory. development
is seen as a series of hierarchical stages, each of which builds on and includes
. the earlier stages. Movement is not automatic through nornal growth processes,
but rather is moved along through person-environment interactions, or in other
words, through the experiences of the individual. Some of the most widely read
stage development work {s that of Lawrence Kohlbe= , whose basic ideas are
refiected in several of the appendices. Experiential educators have in recent
years been attracted to Kohlbergs' ideas in structuring settings in which children
and adults are confronted with experiences, which help to move the learner up
Kohiberg's scale from obedience to external controls towards internal,
principled autonony. Kohlberg has attempted to connect his theory with that of
Piaget's, so that moral and ethical development and intellectual development Can

grow at the same time,

Competence in interpersonal relationships and interpersonal style is
another major category that stage theorists have written about and researched.
The appropriateness of childhood or adolescent behavior for a mature adult is one
way of conceiving the problem of interpersonal competence. Experiential educators
have long heid that when children and young people are placed in settings out-
side the schools where they must interact with adults other than their teachers,
appropriate interpersonal styles and competent adult behavior are much more likely
to result than if they continue in the fsolation of their peer groups.

Much more could be said -about the applicability of experiential learning
in these critica) areas, and the reader is encouraged to carefully study the
appendices for ways in which such learning promotes moral, intellectual and inter-

personal development.

Erik H. Erikson

‘ One of the most important developmental psychologists speaking to the needs
. of.adolescents and adult learners is Erik Erikson. Erikson bemdans the "imbalance
between passive stimulation and active outlet" in the pleasures that are
sanctioned for young people today. He sees the youth of today substituting
passivity for adventure and activity and this leading to the nearly inevitable
explosion 1n¢§,1inquent behavior. Erikson is perhaps best known for his eight
developmental stages, though he cautions that the healthy personality must re-
conquer each 6f the regative traits, so ti 't with each crisis, under favorable
conditions, the positive traits outbalance the negative, .and each reintegration
builds strength for the next crisis. . The i 'ght Stages in the Life Cycle of Man,
are:
1. Infancy: Trust vs. Mistrust

11. Early Childhood: Autonony vs. Shame and Doubt

111. Play Age: Initiative vs. Guild

IV. School Age: Industry vs. Inferiority

V. Adolescence: Jldentity vs. ldentity Diffusion

Vi. Young Adulthood: Intimacy vs. Isolation

vil. Adulthood: Generativity vs. Self-Absorption
VIII. Senescence: Integrity vs. Disgust (Erikson)

Experiential education speaks to many aspects of each of the eight stages in the
1ife cycle, recognizing as does Erikson. that there must be a constant reintegra-
tion of each of the positive traits throughout our lives. Trust in oneself, one's
peers and pne's environment have become a cornerstone of most experiential edu--
cation programs. with adventure programs even naming sone of their initiative
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games, "trust walks" and "trust falls." Autonomy, initiative, and industry are
also critical components of most experiential learning programs, while experi-
ential educators accuse the traditional school settings of promoting Erikson’s
negative traits of Shame and Doubt, Guilt, and Inferiority, through severe
competition and guaranteed failure.

The later stages of Erikson's 1ife cycle also are seen as critical parts
of most experiential learning programs. Numerous research studies on the effects
adventure programs for youth, speak to their role in helping the adolescent
develop a positive {dentity, and in recent years countless experiential programs
have been developed for delinquent youth suffering from what Erikson calls
"Identity diffusion,” or & negative identity based on what society or parents,
do not waht him to be. Erikson's final stages of Intimacy, Generativity, and
Integrity are often found as basic goals of experiential programs and the liter-
ature §s filled with personal testimoniais, if not statistical evidence, that
learning in the experiential mode promotes these qualities.

V. ANTHROPOLOGICAL FOUNDATIONS OF EXPERIENTIAL LEARNING: Gibbons

In recent years, adventure-based experiential educators, along with Maurice
Gibbons and his Phi Delta Kappa Task Force, have looked to anthropology for in-
sights into experiential learning and the role it should or could play in the

educational process.

One of the most used concepts is that of “ritual,"” or what the anthropolo-
gists define as 2 continuum of events which together create a process exp’ience
for the individual. The three stages of this process are: Separation; Tr@nsi-
tion: and Incorporation. Anne Ketchin, Anthropology doctoral student and adventure-
based educator defines these three processes as follows:

Separation: Abrupt separation from everyday. 1ife and fami 1iar places

and things...and relationships. The group, Or person, often
enters an entirely new socfal and physical environment.

Transition: The transition through these new experiences usual ly
takes on a dream-like quality, referred to as "1iminal’' . Although
"reality" is back in everyday life, the present situation becomes
"more real than real." If there is a group the members bec ome
close, and mutually reinforcing.

Incorporation: Incorporation back into everyday life is a very
important stage, receiving a lot of attention in most societies..

(KetChinq 1"2)

Other criteria for ritual mentioned by Ketchin are status and role reversals;
status leveling, the abruptness and rapidity -of separation, the use of drama, the
use of metaphor, the presence of stresses (social & ‘or physical), isclation,
symbolic challenges, and a kind of knowledge to be gained. ketchin's disserta-
tion is an attempt to apply these concepts of ritual to women n Qutward Bound,
perhaps the best known of the adventure-based experiential education prromne e

't {s not hard to see how Outward Bound and similar programs have Lo S

day rituals.
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The isolated group in & wilderness aresd develop a new sense of identity.
with strong in-group feelings of support for the members of the group. Highly
successful persons in the "ppal" world, suddenly find that they are no Tonger
necessarily the best or even capat:le of coping in the new environment. New
criteria of success are placed on tie participants, and most programs place them
in a series of stressful situations. The mountains, rivers, oceans, rocks,
marathons, etc., all become & metaphor for 1ife in the outside world, and new
symbols replace those which were left behind. )

‘ Even non-adventure based experiential programs contain certain aspects of
ritual. The student going out on a work-study assignment is separated from most
of his or her peers, who remain in the "womb" of the school, is rewarded for his
or her ability to "do” the real life tasks, rather than perform on pencil and
paper tests, is placed under new varieties of stress, and gains a new or different
kind of knowledge than is usually to be found in the classroom.

Maurice Gibbons

Maurice Gibbons is not an anthropologist, but his article titled, "Walkabout:
Searching for the Right Passage from Childhood and School" in the May, 1974, Phi
Delta Kappan borrowed extensively from anthropological concepts, and has had an
Tncreasingly important effect on the nature of secondary education in this country.
Gibbons theme was taken from the Australian film by the same name in which an
aborigine child spends six months on his rite of passage in the deserts of
Australia Children from the city are also in the desert at the same time, but -
are lost, ..elpless and exhausted. Gibbons draws the paraliels between the city
children's inability to cope, with the similar inabilities of many American
youth to function in adult society upon completion of secondary school. The
skills on the one hand are those of survival, life and death, while on the other
they are pencil and paper tests far removed from survival in the "req1 world."

Isolation and the need to trust one's inner and spiritual resources 1S contrasted
with the crowd experience of secondary education in this country.

Gibbons went on to propose in the article that American young people could
benefit from a Walkabout characterized by real, not vicarious or simulated
experiences, and that students would be asked to meet five basic challenges:
Adventure, Creativity, Service, Practical Skill, and Logical Inquiry. The
article and subsequent Walkabout association have led to experimental programs
in many secondary schools throughout the U.S., implementing various aspects of

Gibbons' ideas.

VI. TOWARDS A DEFINITION OF EXPERIENTIAL LEARNING

In this final section on the theory of experiential learning, we shall draw
materials and ideas from a wide range of sources in an attempt to define more
closely what we mean by experiential learning. Chickering defines it as:
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Yearning which occurs when changes in judgments, feelings,
knowledge or skills result for a particular person from living
through an event or events...Experiential learning may also
result from an encounter group or an exam, discussion or
demonstration, work or play, travel or sitting on a stump.
(Chickering, 63)

The eppeal of Chickering's definition is its emphasis upon'change. and the
breadth of the definition which recouanizes that experiential learning can occur
in the classroom as well as in the wilderness.

: From the outdoor, adventure-based group of experiential educators come
other definitions. The necessary characteristics of the Outward Bound process
have been defined by Vic Walsh, Director of Northwest Qutward Becund and by
Gerald Golins, Director of Colorado Outward Bound: The experiences must be:

1. Organized...problems are intended to be planned, programmed, and managed..
probiem solving tasks...not all experience is necessarily educative...

. Incremental...problems are introduced incrementally in terms of their
complexity and consequence...
. Concrete...problems are concrete, i.e., recognizable as problems limited

2
3
in time and space...

4. Manageable...problems can be solved with the use of common sense and the
5

6

application of basic skills which have been taught (incrementally).
. Consequential...tasks have real consequences not vicarious ramifications.
. HoTistic...problems are holistic, that is, their solution requires the
fullest complement of an individual's merital, emotional, and physical
resources. (Walsh and Golins, 7-9)

Walsh and Golins also describe the learner, the physical environment, and the
social environment, which go to make up the "Qutward Bound Process." In a final
chart they lay out the various steps in the process, and summarize it into the
following statement: “The learner is placed into 3 unique physical environment
and into a unique social environment, then is given a characteristic set of
problem-solving tasks, which lead to a state of adaptive dissonance, to which

he adapts by mastery, which reorganizes the meaning and direction of the learner's
experience.” (Walsh and Golins, 16) A similar definition has been drawn up

by Bob MacArthur for use with his Leadership Program at Dartmouth College. “"The
learner is placed into a demanding situation which necessitates mastery of new
skills, which are followed. immediately by responsible, challenging action,
demanding application of new skills, coupled with an opportunity for critical
analysis and reflection, which ultimately reorganizes the meaning and direction
of the learner's 1ife experience.” (MacArthur, 11)

James Kielsmeier of the American Youth Foundation 1ists the following
aspects of experiential learning as critical to any definition: An emphasis on
process rather than program; how to learn rather than content acquisition;
internal learner motivation as opposed to imposed learning; value forming
experience-not sterile learning; intergroup, cooperative learning versus isolated,
competitive approaches, and the use of discovery, inquiry, problem solving,
hands-on, high intensity, and active reflection in a1l experiential learning

situatfons. (Kielsmeier)
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The National Commission on Resources for Youth lists the fmportant ingre-
dients for learning by service programs as: £i11ing genuine needs of adolescents
and of society; providing 8 real challenge to students; an opportunity for guided
selection on the service experience; providing participants with a sense of com-
munity; contributing to the knowledge that adolescents need regarding career
options open to them; the program must be both structured and fler'ble; and
allowing young people to exercise adult responsibility and permit..ng them to
actively participate in decision-making and governance of the praject. (National
Commission on Resources for Youth) :

Project Exploration’s suggested elements of an experiential learning model
are quite inclusive and inciude the following elements; a sense of adventure,
unpredictability, drama and suspense; a Ssense of organizational understanding and
commitment; a8 high level of expectation; 8 success orientation in which growth is
supported and encouraged and in which the positive is emphasized; an atmosphere
of mutual support; a sense of enjoyment; group problem solving; the integration
of group and individual challenges; environments beyond the regular school class-
room; a merging of intellectual, social, physical and emotional learning and
development; a significant amount of cognitive work related to the experience;

a combination of active involvement with moments of personal and group reflection
and evaluation; and finally, continued emphasis on the basic skills of reading,
writing, mathematics and verbal communication. (Project Exploration)

It is Maurice Gibbons and the Phi Delta Kappa Task Force in The New
Secondary Education that have done the most extensive and detailed analysis of
the theory and practice of experiential Jearning. They list a veriety of elements
which go to make up a quality secondary education, most of which closely parallel
those aspects of axperiential learning dealt with throughout this paper. The
following is an abbreviated 1ist of significant experiential program elements.

Education is a lifelong, continuous process providing the
experiences environments, relationships, challenges, and guidance
individuals need to maximize their opportunities for growth in each
period of personal transformation, to prepare for the changes demanded
by each period of transition, and to cultivate the ability to nego-
tiate the demands of changing circumstances in the society in which
they live. (Gibbons, 91-923

Appendix 8 details t:e Task Force's Periods of Transformation and Transition,
The influence of Levinson's and Gould's research, referred to earlier is evident
in this part of the p ogram definition, as s the emphasis on change, which was
such an important part of Dewey's philosophy.

The purpose of education s to assist individuals to create a
learning lifestyle with 2 developmental perspective, based upon the
discovery and continuing refinement of each person's unique capacity
for personal growth, relationships with others, and functional
competence. (6ibbons, 95)
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The emphasis in this program element reflects many of the ideas from the human-
fstic psychoiogists and from such learning theorists as Bruner. Developmental
perspectives are also pointed to as critical, with insights from Piayet and
Erikson being 1ikely sources for such insight.

...programs should cultivate such transformations a8s indepen-
dence and responsibility in behavior and the formuiation of a sense
of identity based on competence...apply their knowledge and taient
in useful work and jobs, to act cooperatively with many, and to
form loving, mutual, and 1asting relationships with a few...prograns
also should prepare students to negotiate unprogramned events in
actual circumstances so that they will be able to cope with reality...
(Gibbons, 96-97)

Numerous theorists have spoken of the need for experiential programs to better
teach independence and responsibility. The ability to cope with unplanned events
is a critical component of not only outdoor, adventure-based experiential pro-
grams, but also many work-oriented activities. The application of knowledge,

not the useless verbalism which Friere condemns, is also a critical part of any
experiential learning environment.

...learning situations should give full attention to personal and
interpersonal as well as academic content. The treatment of content
in each domain should be as concerned with intense firsthand
experiences and challenging productive activities as with relevant
theoretical studies. (Gibbons, 100) '

In order to prepare students for transformations, transitions and societal change,
Gibbons and his colleagues hold that the classroom is too narrow an environment
and that the learner must deal more directly with personal and social issues
through concrete experiences. The academic domain is important, but so are the
personal and social or interpersonal domains. Appendices 9 and 10 detail in

chart form Learning by experience, Study and productive activity on one dimension,
and the personal, social and academic domains on the other.

Learning is a cycle that includes “the sensory input of concrete experience,
the process of theoretical studies and the output of productive activities.”
(6ibbons, 102)  Experience is the raw material which stimulates curiosity and
interest, but experience and study are not enough, as they must lead to productive

activity in the world.

...education should be organized to teach studdnts to develop and
implement their own personal programs, to develon programs in coop-
eration with others, and to pursue appropriate programs designed

for this. In this process teachers should be organizers of suitable
experiences, environments, and personnel as well as programs of
study, and they should be competent in methods of guiding individual
development, training groups in interpersonal relatignships, and

teaching the skills of academic mastery. (Gibbonsj 104)

N\

231




232 | ,

This element of an experiential program enphasizes the role of the student
in developing programs, not without the help of teachers and other adults, but
in keeping with their own need and {nterests. It also calls on teachers to play
the role of trainer, counselor, and guide in the personal, interpersonal and
academic domains, and not just the dominant {nstructor of today.

The practical outworkings of the model call for a Junior Seguent (Junior
High School), consisting of eight centers in which students would spend up to
two months: -The Center for the Fine, Applied and Performing Arts; Wilderness
School; The Local Bureau of Investigation; Workshop in Practical Activities, The
Institute of Advanced Studies, The Humanities Center and Life Skills Laboratory,
The Center for the Study of the World, and finally the School of Guided Self-
Education. The Senfor Segment would consist of eight challenges: physical/
psychological challenge, creativity challenge, service challenge, investigation
challenge, practical skil1 challenge, work-experience challenge, academic challenge:.
and extension program.- (Gibbons, 117-122) Appendices 11 and 12 detail how the
learning grid might look for one of the junior and one of the senior segments.

We shall not burden the reader here with a final, all-inclusive definition
of experiential learning, but suggest that the elements for such a definition can
be found in the theoretical discussions which preceded this section, and in the
practical program elements reviewed in this definition section on definition. The
programs observed and evaluated by this writer, and the massive study by Diafe
Hedin dealt with in the next cection, both lead to the inescapable conclusion made
by the Brazilian educational philosopher, paulo Freire, that action without re-
flection is mere activism and creates unauthentic forms of existence, while
reflection without action becomes mere verbalism, idle chatter, Or an alienated
and alienating blah. (Freire, 75-76) It is 3 challenge to traditional education
to escape the meaningless verbalism into which it has fallen..and for experiential

eavcators to beware of the trap of meaningless activism, or mis-educative
experience as Dewey has called it.

VII. RESEARCH AND EVALUATION IN EXPERTENTIAL LEARNING

Since the dominant focus of this paper is the theory of experiential educa-
tion, this section on research and evaluation may appear to be rather cursory,
but our aurpose here {s not to give a complete review of all research on experi-
ential lerning, or to design all the possible evaluative strategies. Rathér,
following a brief summary of some of the critical research in the field, some
strate?ieﬂ for conducting evaluations in experiential learning environments will
be outlincd. The resaarch in vocational education and internship/apprenticeship
settings will not be dealt with in this review, as this has been done elsewhere,
but rather the concentration here will be on the 0utdoor-adventure.'volunteer
service, and related experiential programs, to which most of the theory section

of the paper was dedicated.

piane Hedin, perhaps the leading experiential education researcher, conclude
in a recent articles that




“There is relatively 1ittle 'hard' evidence about the impact
of such programs on student participants. Little effort has been
made to test systematically the assumpcions underlying the recom-
mendations or to investfgate empirically which specific forms of
experiential programs may be most effective in realizing the hypo-
thesized benefits." (Hedin,3)

This author's search of the 1iterature confirms Hedin's judgment, that there
is 1ittle 'hard’ evidence. The literature is filled with testimonials, journals,
case studies and other data indicating the positive effects of experiential .
learning on child, adolescent and adult participants, but very few experimental
or even quasi-experimental. research has been conducted. There-are a variety of
reasons for this lack of data, not the least of which was referred to earlier,
namely, that experiential educators have allied themselves much more closely with
humanistic psychologists that they have with the behaviorists. This has led to a
great many more 'soft' research designs involving participants filling out surveys
or keeping journals, and has been confirmed primarily to “self-concept” research,
rather than data concerning cognitive or intellectual developme..t. This does not
mean, however, that the research is insignificant or irrelevant, only that it is

limited in its scope and applicability.

One of the major difficulties of experiential education research is the
problem of finding appropriate assessment tools. Since many experiential programs
do not have explicitly stated academic, cognitive or intellectual goals, the use
of traditional test scores is 1imited. This does not mean, however, that such
programs have not or should not be evaluated on their effects in these critical
areas. In addition to a lack of appropriate instrume:ts, there fs some question
as to the validity of many pencil and paper tests when applied to experiential
settings, where the objectives often deal with things more difficult to measure
than the usual cognitive objectives of the classroom. Because outcomes are elusive
in most experiential settings, Hedin used a variety of techniques to obtain data,
including: paper and pencil tests, systematic observations of parents, teachers,
and community supervisors; student journals and writing samples; case studies of
individual students and programs, and several unobtrusive measures. This use of
a wide variety of approaches and’ types of instruments and measures appears to be
the most satisfactory approach, in order to avoid the criticisms leveled most of
the research in the area, where the reliability and validity of the instruments
and procedures is constantly called into question. !

Arnold Shore, in 1977, compiled over 80 studies which had been conducted
over the years on the effects of Outward Bound. He concluded the research litera-
ture on Outward Bound is weak, due to the lack of rigor imposed® on many of the
studies, and methodological weaknesses in research design. (Shore, 1977) His
own summarization, however, can be criticized for not stating explicitly his own
criteria for judging the research. The Reference Volume by Shore, however, is
an excellent starting place for persons wishing to gain an overview of the
research literature on outdoor adventure programs. Robert Godfrey reviewed a
Tong 1ist of studies on outdoor-adventure programning and found evidence of
positive growth on a wide variety of factors: positive self image, social
functioning, stability of personality, control of personal facts, changes in
values ard personality, tolerance of others and self-confidence. Specific s’ ‘dies
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also indicated growth in positive attitudes towards parents and peers, improved
race relations, an improved sense of the value of education, increased desire

to go to college, and a lessening of positive attitudes towards regular schoo!l
and classroom settings. (Godfrey) For the benefit of t.ose wishing more details
on specific studies, the bibliography of Godfrey's review can be found in

Appendix 13. .

Hedin's evaluation has been referred to earlier in this section and is
probably the most thorough and extensive evaluation of experiential programs to
date. Thirty programs in independent, public and parochial schools and over
4,000 students were part of the analysis. There was near unanimity in the initial
studies on the basic features about what is learned in experiential settings, and
these twenty-four items with their percentage responses are included here, as
they clearly indicate what participants in such programs belfeva to be the funda-
mental characteristics of the. experiential learning environment.

WHAT STUDENTS LEARN IN EXPERIENTIAL LEARNING
COMPOSITE PROFILE OF 20 EXPERIENTIAL PROGRAMS (N=4.000)
fTCM (in rank urder) PERCENTAGE OF RESPONSLS
Agree’ Disagree* Don't Know

1. Concern ko (vikwa: human bewngs XS 4% an.
2 Ability 10 get things done and 1o work smaooihly with others 93 ] K]
3 Realstx atmtudes kmard nihwr penpie such as the elderly. H8 4 8

handx apped). o gevernment officials

4. Scil-mohvation in keam. panticipate achivve RX 7 5.
5 Sell.concepd (wnse ol confidence. sense of computence. sclf-awareness) RH 7 5
6 Responsibiity to the group or class Ro 3 1
7 Rnk-1aking = Openness i0 new expeniues Ko 7 8
R Sense of uselulness in relation to the community Ro R 0
9 Problem uiving Rty 9 5
10 Rrk-taking — Leing assertive sl ndependent RG 9 )
11 Accep’ conscrjuences of mi own actions R5 9 6
12 Gathering and analvzwiy mivrmation, observation, reflecting on experence R4 8 7
13 Knouledge uf community niganizations 82 ? 1
14 Responsibiity for my own We an A0 9
15 Awareness of community problems 7R 13 U]
16 Assume new. iImponant tasks in community and school 7R 14 8
17 Communication skills (kteing. speaking preseniing ideas through vanety of mecha) 77 11 7
IR Awareness of community res nirces 71 13 14
19 Resintic ideas about the world of work 71 X 1B
20 Leaming about a vanety of careers 0 22 |
21 Use of lesure bme o0 20 11
22 Namowng caredt choices 54 a (V4
21 To become an ellective parent he 24 19
40 32 22

26 To become an eflvctvesconsumer

*Sirongly agree and agree are combined and duagree and strongly diagree are combined

@ ——

- - - ——

(Hedin and Conrad)
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In addition to finding out what students say they learn in experiential settings,
the authors also used instruments to assess social, psychological and intellectual
growth. It is the comprehensive nature of this research effort which makes it
stand out from the vast majority of other attempts at finding out what happens

to participants in experiential settings. Among the scales used or developed

for the study were: Personal and Social Responsibility Scale, Semantic Dif-
ferential on Adults, Career Exploration, Community Problem Inventory, Rosenberg
Self-Esteem Scale, the Janis-Field Feeling of Social Inadequacy Scale and a
Problem Solving Inventory.

Among the many findings on this massive study are: students entered into
more relationships with adults and expzrience more positive attitudes towards them;
students developed more responsible attitudes and behaviors; community partici-
pation {s more highly valued by experiential learners; active involvement in
careers leads to more positive attitudes towards careers; self-congept and self-
esteem in relation to others was positively affected in the large majority of
programs; seventj-eight percent of the students said they had learned more and
only 9% less in the experiential programs; in general there was @ ignificant
movement upward in empathy and complexity by students; no single practice or set
of practices guarantees effectiveness for all students; the strongest factor in-
fluencing constructive change was the existence of a seminar in which students
could reflect on their experiences; and the most effective programs lasted at least
one semester or 18 weeks. The following chart indicates the characteristics of
experiential learning considered most important.

RETAEIVE INFELISUE O CHAmA PINTGE N O P ATERIE SO 0N
PRYCHOLIHI AL AND Aem g Dl Ve POPMENT COMPARATIVE RANKENTS
TORSIEDINIS IS | STERIENTEN FRIK.RANMNVERSLS
QILDIENIS IS LT §A PROGRANS

RANKINGSIN RANKINGA N
EXPLRIENTIAL PROGRAMS  RANK C1 1A PROGRAMS
113 Adult Respomaibbiiies (1 MW Civen Clear Drectine
Made fmpevtant Decivans (] e Things Mael!
1nd Jhngs Maeelf Al M ule hinpertant Decitwne
ice s Deveban aml Lise Own fdras 4 G lielp Witen | Needed I
Felt | Made a Contribaton (% 1iad Vanety of Jaske
I-iee ¥ Faplore Own Interette (&) Was Appreciated o Gl Wank
Diaursed My Fapenences
wilh Teasher th 1ad Chalicnperg 1asbe
IMnenseert with Family/Frieads L1 Feh | Mak a Cratnbolinn
Cinven Clear Drarectony 19) Uit My Ouwn ldean
At feod toeaest In e prm evekyerd a Peiviay! Relvrwendog

—em - aAL

The authors conclude that the key factors promoting growth are: (1) that the
experiences be significant and provide for the exercise of autonomy, and (2) that
there be opportunity for active reflection on the experience.  (Hedin, 9) This
coincides well with the definitions and program elements discussed in the previous

section.
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Persons looking for a model evaluation of experiential education programs would
do well to read Shore, Godfrey and Hedin carefully, hefore embarking on such a
task, as a great deal of ground has already been covered, and there is no need
to "reinvent the wheel" with each new evaluation.

Ernest House of the University of 111incis suggests eight major models for
evaluatini:programs of any kind. Systems Analysis, used extensively by U.S.
Governmen& agencies, assumes a few quantitative output measures, usually test
scores, and attempts to relate differences in programs to variations in test
scores. Correlational analysis of survey data and outcome measures are related
to the programs. Hedin's study, along with many of the self-concopt <t cdins
reviewed by Shore and Godfrey use this basic approach to evaluating orpericntial
programs.” A second major model {s that of Behavioral Objectives, in which program
objectives are carefully spelled out in terms of specific student performances
that can be reduced to specific student behaviors. Several studies of Outward
Bound have made use of at least some aspects of this model, particularly in light
of that organization's emphasis upon carefully defined, measurable objectives in
recent years. Goal free evaluations have been used in some experiential learning
programs. In this mode] the evaluator is not told of the program developer's
objectives, in order to prevent bias, but rather has to search for all the out-

comes.

Art Criticism is a model from art and literature in which the trained and.
experienced critic makes judgments about various facets of a program. Numerous
experiential programs have been subjected to this type of evaluation; all too often
by hostile critics or true believers who have tended to either denigrate or praise
everything that they see. In the Accreditation model, cchools cooperatively unite
to evaluate each other, using teams of outside professionals who evaluate pre-
viously collected materials and apply sets of external standards. It is only in
recent years that many experiential programs have agreed upon standards of safety,
program, teacher qualifications and other such things, so that this model of

evaluation is comparatively recent in the field.

The Adversary mode) uses quasi-legal procedures in which persons present
the pros and cons of a program, with the procedures taking the form of a trial by
jury. Although the model has surely been used elsewhere. the only example in
experiential education of which this writer is aware has been in safety inguiries
following death or injury on outdoor-adventure programs. The final one is called
a transaction model by House and uses a variety of informal methods such as the
case study to evaluate the processes used in any given program, Ethnographic
¢tudies and naturalistic observation are other forms in this growing field of
educational evaluation. Hedin and her colleagues used aspects of this model in
their extensive observations of classrooms, interviews with parents, teachers and
students, and analyses of student journals and other projects. More than one
study of Outward Bound has used a participant observer to detail what occurs on
a given course. Ketchin's dissertation referred to earlier used the broad range
of anthropological techniques to make judgments about the effects of an Qutward

Bound course on women. (House, 4-5)

There are no doubt other models which could be used in an evaluation of an
experiential program, but House's article outlines the major ones used to this
point. A valuable how-to-do-it guide has been put out by Action's National
Student Volunteer Program, called Evaluating Service-Learning Programs: A_Guide
for Program Coordinators. Appendix 14 includes an Evalustion Plan: Worksheet
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which should be helpful in getting started on any experiential program evalua-
tion. Finally, in order to provide the would-be evaluatur with some ideas of
the extensive nature of criterion measure which can be used, Appendix 15 gives
Metfessel's and Michael's "Multiple Criterion Measures for Evaluation of School
Programs.” (Worthen, 274-279)

VII1. SOME POSSIBLE IMPLICATIONS FOR THE EDUCATION OF THE DEAF

| would not deny that the “experiential deficiency" of deaf
youngsters is related {ndirectly to their inability to hear and use
language. But I blame the environment and the schools for not being
sufficiently inventive to work around the language problem and to
create an ‘intellectually challenging atimosphere... (Furth, 1973, 69)

Furth's comment ahove captures the essence of how this writer believes that experi-
entfal learnino »alates to the education of the deaf. Exceptional learning and
behavior chara. -istics of children, youth and adults are at least partially due
to past learning experiences. Behavior problems. poor academic achievement, poor
self concepts, excessive stress or anxiety, inadequate social skills can all be
traced to the learning environments in which deaf, or other, children have been
placed. This implies that {f other learning environments or approaches were used,
that many of the problems mentioned above might at least be alleviated.

Even a cursory look at the literature shows that deaf children suffer en-
vironmental and experiential deprivation of several sorts, and that unless special
approaches are used to correct these deprivations, they will be unable to make
the kind of educational, personal and social progress of which they are capable.
How all of this relates to experiential education will be the topic for these con-

cluding thoughts.

Furth suggests that for Piaget, "language is not the preferred, much less
the necessaVy. medium of thinking." (Furth, 1973, 60) From his own and reviews
of others' research, Furth suggests for example, that the slowness of deaf children
to comprehend the concept of the Conservation of Weight is due to "early experi-
ential deficiency, a blending of social, emotional, and intellective neglect."”
(Furth, 1966, 120) Conceptual development can also be slowed by lack of formal
training and Furth posits this as a cause for slowness in addition to less general
experience of the physical world than hearing peers.

The slow. ess of deaf children in giving mature responses to Piaget's tasks
s not due to ¢ inability to reason, but a lack of motivation to do so. "Deaf
people behave as they do, not us 3 direct or necessary consequence of linguistic
deficiency, but as a result of their social environment...the social environment
does or does not motivate the inquiring mind." (Furth, 1966. 151) Experiential
deficiency is related to the child's incompetence in language. but such a rela-
tionship is not inevitable. The appropriate environmental and experiential
components must be found to promote intellectual curfosity, spontaneous initiation
and the other attributes sought for both hearing and deaf children. Experiential

components can serve as a motivational tool to improve learning. while special
training is also called for. .
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Furth concludes a 1964 study by stating that persons deficient in
linguistic experience Or skill:

a; are not permanently or generally retarded in intellectual ability,
b) may be temporzrily retarded during their developmental phase
because of lack of sufficient general experience and
c) they may be retarded on certain specific tasks in which available
word symbols or linguistic habits facilitate solution. (Slobin, 116)

A major way in which deaf persons differ from the hearing population is in variables
related to personality, motivation, and values. These are primarily due to-
experiential and social factors in the home, school and deaf communit:, and can be
dealt with 1f “nonverbal methods of instruction and communication we” . couraged
both at home and...and in the formal school education. (Furth, 196 = :27)

Play and gestures are more important than verbal language, as the active

use of the body is the basic mode of symbol formation from which 211 other symbpl
modes derive. Hotor or kinesthetic images are as indispensable as the better-known
visual and auditory images. (Furth, 1973, 29) "The acquisition of symbols is
never a passive or mechanistic paired-associates learning as.one often hears;
rather, it is an active assimilation... symbols derive from real events that the
person turns into symbols. (Furth, 1973, 31) o

Researchers from a variety of disciplines have shown that developmental 1ag
is not caused only, or even primarily by the lack of language. This research has
been done on "culturally deprived" children in rural or ghetto settings in several
societies, who suffer, as do deaf children from social and physical environments
and lack of experiences conducive to intellectual growth, development, and stimula-

tion. _ )

Deaf educators have bemoaned the lack of concrete, experience-based learning
activities in the early grades of traditional deaf schools. With junior high or
middle school,practical activities are added to the curriculum, but these are often
used as a dumping ground, and not fully utilized to enhance intellectual growth

or motivate the deaf child.

Experiential education as it has been discussed in this paper would appear

to hold real promise for providing the acquisition of symbols in an active, concret

way. The exact naturé of what these activities or experiences might be is not ihe
purview of this paper, but research would appear to indicate that educators of
the deaf must begin to utilize new methodologies, if slowness and retardation of

intellectua) development are to be countered.

It is in the areas of personality and social development that the role of
experiential education becomes even clearer. Contact with the hearing world in
experiential settings would appear to alleviate many of the problems the deaf
children face when in public. Deaf children who exhibit jmpulsive behavior can
benefit from active forms of learning which teach other, more appropriate behaviors
through motoric or kinesthetic means. Deaf persons do not appear to suffer any
higher rates of schizophrenia or marital discord, and in fact appear to live
equally as healthy and adjusted lives as adults as the general population. Furth
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posits this to the deaf child's ability to construct self-originated symbols,
ant acceptance of deafness quite early in life, and an early commitment to the
deaf community.

The source of many of the problems faced in the social environment appear
to be external to the deaf chiid. Teacher bias against deaf children has been
documented, as has parental overprotection, with many mothers of deaf children
"more controlling, more inirusive, more didactic, more rigid, and more critical.”
than mothers of hearing chiidren. (Furth, 1973, 82)

The theory, research, and evaluation of experiential education with which
this paper has dealt, gives some possible direction for working with deaf children,
although there is little or no research to back up such claims. Experiential
learning has proven to be a powerful boon to the self-concepts of its participants.
Whether in an adventure based setting or a work interaship, ‘learners have been
shown to make significant gains on numerous self-concept scales. This finding
would appear to dovetail well with some of Furth's research indicating the need
for such improved self-concepts on the part of deaf youth, particularly in motiva-
ting them to intellectual or cognitive growth. :

Empathic behavior, self-motivation, and risk-taking are other documented
behaviors from experiential programs that would appear to have applicability for
the education of the deaf. Furth and other researchers have berioaned the lack
of problem-solving ¢kills of deaf persons, and this appears to be a successful
focus of many experiential programs. Hearing children and young people have learned
a great deal about themselves, careers, special populations, an‘ conmynity problems
through their involvement in these programs, and there is little reason to believe
that deaf persons could not benefit in the same ways.

The values of experiential learning shown in the Hedin, Shore and Godfrey
research all would appear applicable to working with the deaf, and given the
"experiential deprivation” of deaf populations it would appear 'to be time for 2
significant move in the direction of hands-on, experiential approaches to learning
both in and outside the classroom, Experiential deprivation can only be dealt
with through experience, and if deaf children are not to remain “experientially
poor" in an information rich society, significant changes must be brought about

in their schooling.
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